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ABSTRACT
Pickens, Bryon Christopher. Ed.D. The University of Memphis. August 2013. The
Effect of a Human Potential Lab Experience on Perceived Importance of Goals and
Awareness of Strengths in Non-Traditional Aged Undergraduates. Major Professor: Dr.
Richard James.

The purpose of this study was to examine the effect of a positively oriented group
experience (human potential lab) on the awareness of personal strengths and perceived
importance of goal setting in non-traditional aged undergraduates. The research questions
that were posed were: 1) Does participation in the human potential lab experience
increase the perceived capability to achieve goals in non-traditional aged undergraduates?
2) Does participation in the human potential lab experience increase the perceived
importance of short-term goals to overall success in non-traditional aged undergraduates?
3) Does participation the human potential lab experience increase the perceived
importance of long-term goals to overall success in non-traditional aged undergraduates?
4) Does participation in the human potential lab experience increase awareness of
strengths in non-traditional aged undergraduates? Results of ANOVA analysis across pretest, post-test, and follow-up assessments indicated that participating in a positively
oriented group experience was positively related to an increase in awareness of strengths,
perceived ability to achieve goals, and perceived importance of both short and long-term
goals to overall success. The data also strengthened the position of existing research,
supporting conclusions regarding the goal orientation of adults, the efficacy of positive
psychology interventions, and the life-span development of adults.
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CHAPTER 1
INTRODUCTION
The Human Potential Pilot
First and foremost, a distinction needs to be made between the nature of this study
and the Human Potential Movement of the 1960s. The Human Potential Movement
focused on accessing capabilities that were largely not being used by the majority of
individuals and focused attaining an overall state of happiness and fulfillment (Drury,
1989). The nature of the Human Potential Lab Experience may share some of the same
semantics but has a decidedly more narrow focus. As a general intervention, the Human
Potential Lab can be used with a variety of populations but focuses very specifically on
increasing the awareness of strengths, increasing the satisfaction with set goals, and
enhancing the belief that one is able to achieve those goals.
Adult Student Development
Nontraditional aged students face a unique challenge: achieving success in a
system that has not been accommodated to them. Despite this, enrollment rates for adult
students continue to increase. Therefore, understanding and meeting the needs of the nontraditional aged student is paramount for higher education institutions.
As access to higher education becomes more widespread, the student
population becomes more varied. The greater variation in student population brings with
it a more varied set of needs and challenges presented by students (Brown, 2002; Dill &
Henley, 1998; Ely, 1997). Sanford (1962, 1966) began research into what is known as
student development theory. His research changed the perception of a student’s
1

development throughout the higher education process. The conclusions of his research
yielded suggestions to maximize the development of students through their higher
education career. Sanford posited that in order to maximize development, colleges
should provide a balance of challenge and support. This environment promotes the
learning of new skills and knowledge.
Following the conclusion of how to best foster the development of the student
throughout their college career, there was significant research on the nature of the
development process itself. Pascarella and Terenzini (1991) separate these student
development theories based on emphasis and goals of each particular theory.

1. Psychosocial Theories – view the development of the college student as a series of
developmental tasks or stages, including qualitative changes in thinking, feeling,
behaving, valuing, and relating to others and oneself.

2. Cognitive Theories – describe changes in thinking and the evolving frames of
reference that structure values, beliefs, and assumptions.

3. Typology Theories – describe differences which are distinct but stable in learning
style, personality type, temperament, etc.

4. Person-Environment Interaction Theories – Focus on how the environment
influences behavior through its interactions with characteristics of the individual.
2

Perhaps the most regarded of the student development theories is Chickering’s (1969)
Vectors of Development model. The following is from the revised model (Chickering &
Reisser, 1993). These seven vectors indicate processes or stages that a student passes
through during his/her development. These vectors include:

1. Developing competence – intellectual competence, physical and manual skills,
and interpersonal competence.

2. Managing emotions – Recognizing and expressing emotions appropriately.

3. Moving through autonomy towards interdependence – increased emotional
independence, acceptance of interdependence with others.

4. Developing mature interpersonal relationships – gain the ability to accept
individuals for who they are, respect differences and appreciate commonalities.

5. Establishing identity – comfort with various aspects of appearance, sexual
orientation, heritage, development of a clear self concept.

6. Developing Purpose – creation of clear vocational goals, establishing strong
interpersonal commitments.
3

7. Developing Integrity – Developing personal values and actions that are congruent
with those values.

Particularly important to this study is the process of ego development among students
in higher education. Stages of ego development fit within various vectors of the
Chickering model. Ego, in this context, is defined as an aspect of the personality that
holds things together. Sufficient ego strength would allow an individual to take in
different experiences, assign meaning to the experiences, and strive to sort these
experiences appropriately within existing schemas.
Levinson's Seasons of Man's Life
As the student population becomes more diverse, it becomes important to
understand the purpose and process of higher education through the context of the
student. When looking ad non-traditional aged students it is important to understand
where they are developmentally in order to fully understand higher education from their
perspective. Levinson (1978) suggests a model for adult development to assist in the
understanding of what important life events occur at all stages of the lifespan. He
suggests that all development can be viewed through a series of eras as seen in Table 1:
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Table 1
Levinson’s Adult Developmental Eras
Era

Age Range

Childhood and adolescence

0-22 years

Early adulthood

17-45 years

Middle adulthood

40-65 years

Late adulthood

60+ years

These large spans of time referred to as eras are perceived as a broad context
within which biological, psychological, and social development take place. Because the
understanding of these areas is so broad, it must be noted that Levinson's theory is not
where the transitions from era to era are clearly demarcated. In fact, one will notice that
the eras overlap, that one era is ending as the next is beginning. As a result, the age of the
person cannot clearly indicate the era he or she may be working through, but specific
developmental tasks should be indicative of where the person is in their development.
Childhood and adolescence, or pre-adulthood, is a time where the child is
differentiating himself as an individual separate from the world. The child's social world
is expanded slowly from the immediate family to a wider peer group. Adolescence
signals the beginning of the early adult transition and occurs roughly between ages 17 to
22. During this stage the individual is leaving behind aspects of his child self as he moves
into his identity as an adult.
As the early adult transition resolves, the individual moves into the second era:
early adulthood. This era is perceived as beginning at the time of the early adult
5

transition (17-18) and ending around age 45. This era is defined by the individual
operating at his or her peak physically and mentally. During the 20's an individual forms
their initial adult identity that becomes concerned with community and contributions to
society. The transition into middle adulthood begins around age 40 and the transition
occurs until early adulthood is terminated around age 45 and middle adulthood begins.
Middle adulthood is an era defined by reevaluation. The middle adulthood
transition is a time of reflection, determining where the individual has succeeded and
where failure may have occurred. The individual moves from valuing aspects such as
power and image to redfining success and focusing more on values such as wisdom and
giving back to society. The transition to late adulthood begins around age 60 and is
usually resolved around age 65.
Late adulthood begins at the origin of this late adulthood transition. This era is
concerned with various aspects, but most importantly with the individual's strive to
maintain the youth and energy of the previous eras. The individual must accept his or her
limitations and maintain a certain level of contentedness despite many negative societal
messages about what it means to enter “old age” or be “elderly.”
The Mid-Life Transition
A major task of the mid life transition is the individuation process. During the mid
life transition, an individual must modify the early adult self and “form a life structure
more appropriate for middle adulthood" (Levinson, 1978 p.196). Levinson theorizes that
there are four major tasks of this individuation process (Table 2) that must occur during
the mid life transition: (1) Young/Old, (2) Destruction/Creation, (3)Masculine/Feminine,
6

(4) Attachment/Separateness. Each of these tasks exists on a continuum rather than being
dichotomous. Re-evaluation and finding the appropriate balance among these tasks leads
to movement into middle adulthood.

Table 2
Levinson’s Life Tasks
Task

Description

Young/Old

The “task is to make sense of this condition of inbetween and to become young/old in a new way,
different from that of early adulthood." (Levinson,
1978, p.197)

Destruction/Creation

To gain awareness of past wrongs perpetrated, and
the greater capacity for creativity. To integrate in
new ways admitted mistakes of the past and
possibilities for the future.

Masculine/Feminine

Increased awareness, re-evaluation and new
integration of the co-existence of the masculine and
feminine parts of the self.

Attachment/Separateness

The task of balancing the need to be with others
with the need for separateness.

Levinson's Relevance to the HPL
Within the context of the human potential lab experience, the most relevant
aspects of Levinson's theory are the eras of early and middle adulthood. How do these
7

adult learners reconcile the many middle adulthood responsibilities such as family and
career with the decision to enter college (something that typically characterizes someone
in early adulthood)? Upon reflecting during the middle adulthood transition, what has
caused these individuals to move into the territory of the early adult, rather than move
fully into middle adulthood?
What seems to be of most importance is the mid-life transition. This could be
described as a time of crisis, where the individual asks “What have I done with my life?”
“What have I given back to my family, my community, myself?” Upon looking back and
asking these questions, the individual may come to the conclusion that he or she has not
adequately done enough. Perhaps placing oneself within an environment (like a
university) where one seemingly no longer “fits” provokes less anxiety than attempting to
move forward without doing so. The relative “why” for this conclusion is largely
irrelevant, the work of completing college and fulfilling one's intellectual endeavors
becomes a goal for the middle adulthood transition so that the individual can move
successfully into the middle adulthood era.
Schlossberg's Adaptation to Transition
Schlossberg (1981) takes the concept of sequential, stage based models like
Levinson (1978) and adds a layer of depth, while removing Levinson's assertion that
developmental stage is tied to chronological age. The Schlossberg model states that the
individual does enter into and resolve these different states of life, but that the context of
the individual has to be understood more fully Schlossberg's theory rests on two very
important conceptions: transition and adaptation.
8

Schlossberg defines transition as when “an event or non event results in an change
in assumptions about oneself and the world and thus requires a corresponding change in
one's behavior and relationships" (Schlossberg, 1981, p.5). These transitions can be
initiated by important life events such as marriage or the birth of a child, subtle changes
such as a change in career aspirations, and even by events that do not happen as one had
expected.
Adaptation is a “process during which an individual moves from being totally
preoccupied with the transition to integrating the transition into his or her life”
(Schlossberg, 1981, p.5). So when a loved one is lost, the awareness of the loss remains,
but when the person has successfully adapted to the transition the pervasiveness of
thoughts related to the loss diminishes.
Schlossberg (1981) posits that the process of adaption to transition relies on three
key components: the perception of the transition, the characteristics of the pre-transition
and post-transition environment, and the characteristics of the individual.
Perception of Transition
Schlossberg postulates that once a transition takes place in an individual's life, the
perception of that transition directly impacts the individual's ability to adapt to it
successfully. As seen in Table 3, Schlossberg names several variables that can mitigate or
aggravate one's stress level and impact perception of transition, ultimately impacting the
person's ability to adapt successfully to that transition.
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Table 3
Schlossberg's Variables of Transition
Variable

Description

Role Change: Gain or Loss

Perception is impacted by whether a role in the individual's
life was gained (becoming a student) or lost (divorce that
leads one back to school). Transition does not always
involve role change.

Affect: Positive or Negative

Most transitions have a mixture of positive and negative
feelings (satisfaction in achieving academic success, but the
stress required to achieve it), but generally transitions have a
affectual orientation that impact adaptation.

Source: Internal or External

Individuals adapt better to transitions begun as their own
decision and feel more stress when that transition is forced
upon them from outside (choosing to return to school rather
than feeling forced to by other life events).

Timing: On-Time or Off-

Certain transitions are not dependent on specific ages, but

Time

each person has a general time-line for when things are
“supposed” to happen. Therefore pursing a degree may be
more stressful for students who return in middle-age due to
the perception that they are engaging in something off-time.

Onset: Gradual or Sudden

Transitions are gradual or expected, such as the anticipation
of graduating, but others, such as the death of a loved one,
occur suddenly. These sudden onset transitions are more
likely to cause stress for an individual. The decision to return
to school is typically perceived as gradual unless the
individual feels forced into the decision by other life events.
(continued)
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Table 3 (continued)
Schlossberg's Variables of Transition
Variable

Description

Duration: Permanent,

Whether the transition is positive or negative, the knowledge

Temporary, or Uncertain

that a transition is permanent or time limited shows less
stress than a transition in which the duration is uncertain.

Degree of Stress

Largely dependent on the factors mentioned above. Every
transition causes some degree of stress for the individual,
even if the transition is positive. This degree of stress
directly impacts the individual's ability to adapt.

Characteristics of the Pre- and Post-Transition Environment
The environment in which a transition takes place can have a profound effect on
the ability for the individual to adapt successfully. Schlossberg names three aspects of
environment that have an impact on the person's ability to adapt: interpersonal support,
inter-situational support, and physical setting.
Interpersonal support is essential for successful adaptation. Schlossberg's (1981)
model identifies three main areas of interpersonal support: intimate relationships, the
family unit, and a network of friends. These sources of support provide an environment
for the individual to adapt to transitions. Ultimately the stability of these support systems
can directly impact how success an individual will be in adapting to life transitions.
Institutional support as it is described by Schlossberg (1981) is the support from
an entity with greatest relevance to the transition. For example, when an individual is
11

getting married institutional support is more likely to come from the church than any
other source. Likewise, when an individual retires, the employer from which the person is
retiring becomes a source of institutional support as well as other possible institutions
such as government institutions as one enters that transition. Many times the institution
involved in a transition is representative of the transition itself. As a result, the degree of
support offered by the institution and the individual's satisfaction with that support
directly impact the perception of the transition.
The importance of physical setting is also emphasized by Schlossberg (1981)
indicating that it is not merely who provides support and how it is provided, but where it
is provided as well. Schlossberg (1981) indicates that things such as aesthetics, comfort
and privacy are important concepts in an environment of adaptation.
Characteristics of the Individual
Individual characteristics play an important role in the adaptation to transition.
Schlossberg gives a variety of individual areas that can impact a person's ability to adapt
to transition as seen in Table 4.
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Table 4
Characteristics Impacting Adaptation to Transition
Characteristic

Description

Psychosocial

Attitudes towards self, one's behavior, and the world.

Competence
Sex (Sex role

The individual's perception and identification with cultural

identification)

norms based on gender.

Age (Life Stage)

Perception of self in relation to age or stage of life.

Characteristic

Description

State of Health

Perception of health can be indicative of ability to cope
psychologically

Socio-Economic Status Because lower SES restricts virtually all life aspects,
it can negatively impact ability to adapt as well.
Value Orientation

Knowledge and understanding of one's values can assist in
understanding their role in adaptation and reduce stress.

Previous Experience

The individual with similar previous experience will

with Similar Transition adapt more effectively.

Schlossberg's Application to the HPL
Schlossberg (1981) provides a number of concepts important to understanding the
non-traditional aged undergraduates who are the subject of this study. A non-traditional
aged undergraduate would likely perceive themselves entering a stressful transition with
the decision to go back to college. While Schlossberg provides numerous variables that
can impact the perception of the transition, perhaps the most salient variable leading to
13

that stress is the timing of the event. This variable seems more likely to offer a sense of
stress independent of other variables.
For many individuals the perception of the "returning to college" transition is
going to vary in regard to the affect, source, and onset of the transition. However, timing
of the transition would have less variability. It is a firmly held societal assumption that
individuals attend college immediately after high school. The majority of adult students
returning to college probably hold this assumption as well. As a result they automatically
face some stress because they view this particular life event as happening "off-time."
They perceive themselves moving into a system that which they believe they were
supposed to have passed through many years earlier. Therefore, even though
Schlossberg's model provides for the possibility that adaptation to transition can be
entirely positive, the variable of timing and the idea of an adult returning to college as an
"off-time" event indicates that the majority of adults returning to college will face some
difficulty.
There is also the suggestion that age or developmental stage can play an important
role in the adaptation process once a transition has been initiated. Schlossberg points to
evidence that suggests that older individuals report fewer stressful events in their lives as
they get older (Lowenthal, Thurner, & Chiriboga, 1975) but also evidence that suggests
adapting to an "off-time" transition can be more difficult (Rosen & Bibring, 1968).
This evidence suggests that the adult students returning to college are immediately
faced with a stressful transition that is going to be more difficult to adapt to compared to
if they were entering college "on-time." However, age or developmental may also be a
14

mediating factor for adult students, allowing them to frame the "off-time" transition in a
less negative light.
Understanding how adults students perceive transitioning and adapting to higher
education could be incredibly useful for the institution in adapting to the needs of the
non-traditional aged undergraduate.
Non-traditional Aged Students
The non-traditional aged student population is one that faces considerable barriers
during matriculation to graduation. As the availability of higher education becomes a
wider possibility, Universities are finding a larger percentage of their populations made
up of non-traditional aged learners. The average non-traditional aged learner is an adult,
age 25 or older, who has returned to school either full-time or part time (Ely, 1997).
Research has indicated that non-traditional aged students enjoy classes and doing
homework more than their counterparts, that they have more responsibilities outside the
home, and that they have less time available for extracurricular activities and find those
activities less fulfilling than their traditional counterparts (Dill & Henley, 1998).
Ely (1997) also indicated certain skills and concepts that the non-traditional aged
student may need that the traditional student may not. The non-traditional aged student
responds well to active approaches in learning. Non-traditional aged students need
improvement of basic academic skills, information about job opportunities, decisionmaking skills, stress management techniques, and identification of their individual
strengths and abilities. This identification of individual strengths and abilities is one of
the explicit goals of the human potential lab experience.
15

Examination into experiences and barriers of non-traditional aged students has
yielded the conclusion that there is a “need of institutional change if non-traditional aged
students are to thrive within a system that purports to be directed towards widening
participation" (Bowl, 2001, p.141). With the ability of pursuing a higher degree widening
to include groups who have not traditionally participated before, there is a need to
develop new ways to engage the non-traditional aged student to assure them the greatest
amount of success.
Given that non-traditional aged students are more invested in the process of
making decisions and identifying individual strengths and abilities (Ely, 1997), the
human potential lab experience purports to positively impact the goal-setting behavior of
the student via a group experience specifically designed to identify individual strengths
and abilities.
Goal-Setting
The process of setting goals is one that is constantly evolving. Individuals
frequently revise their standards for personal performance over time (Bandura 1977;
Bandura 1991; Carver & Scheier 2000). Given positive feedback individuals may choose
to increase their goal or they may choose to take that positive feedback into account and
“sail along” without moderating their goals at all (Carver & Scheier, 2000).
Prior research has suggested that self-efficacy has a substantial role in goal-setting
and goal revision over time (Bandura, 1991). This relationship between goal setting and
self-efficacy has been one that has not been analyzed until recently. Tolli and Scmidt
(2008) studied the effect of self-efficacy on goal setting and revision.
16

Feedback as defined by Tolli and Schmidt (2008) is “information concerning
one’s progress toward attaining his or her goal(s)” (p. 692). The feedback provided to the
student taking part in the human potential lab is not directly related to his or her goals,
instead feedback is related to individual strengths and abilities.
Another area of relevance to goal-setting behavior is that of control (Vancouver,
Thompson, & Williams, 2001). Control beliefs are concerned with the extent to which we
perceive we can influence or control our environment. Control is expressed in the context
of goal-directed behavior. Therefore, exercising control is directly related to a person’s
goal orientation. Goal orientation is separated into three categories:

1. Mastery vs. Performance – A person who is goal-oriented from a mastery
perspective tends to have a desire to become proficient in the area that the goal
relates to. Satisfaction for individuals with a mastery goal-orientation is less
related to external factors such as grades. Mastery orientation increases intrinsic
motivation in individuals and is associated with greater perseverance in the face
of difficulties. Performance orientation is described as the individual desiring to
perform highly based on external factors such as grades and is associated with
higher levels of anxiety. Performance orientation is linked to an increase in
intrinsic motivation if the individual’s performance is adequate and linked to a
decrease in intrinsic motivation if not.
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2. Task Mastery vs. Ego Involvement – An individual is described as task oriented if
he/she is interested in the task not for the rewards that mastery brings. This
individual will master a task for the sake of mastering a task and this orientation is
tied to higher intrinsic motivation. An individual with an Ego Involvement
orientation seeks the praise or boost to ego that comes along with the mastery of
the task. This orientation is tied to higher intrinsic motivation if the ego reward is
provided.

3. Approach vs. Avoidance – An individual who holds an approach orientation to
goals is one who performs goal tasks in an effort to gain a positive effect. These
positive effects can be either external or internal such as graduation or perceived
competence. An avoidance orientation is held by an individual who performs goal
tasks in an effort to avoid real or imagined consequences. These consequences can
also be either internal or external such as receiving a failing grade or perceiving a
lack of competence. The approach orientation is liked with higher intrinsic
motivation

Positive Psychology
Though heavily influenced by the work of humanistic psychologists such as
Maslow (1971) and Rogers (1961), positive psychology identifies itself as a relatively
new movement. With development in the late 1980s and early 1990s, positive psychology
has come to be defined by three significant goals: First, to take an interest in positive
18

subjective experiences such as joy and hope. Secondly, to study the traits of individuals
who are thriving in their environments by focusing on their strengths. Finally, positive
psychology is concerned with identifying and enhancing characteristics that assist in both
individuals and existing systems (Robbins, 2008).
Positive psychology’s increased popularity may be indicative of the profession as
a whole beginning to embrace prevention. Positive psychology differentiates itself from
the traditions of mental health by focusing on the strengths of individuals and systems
and moving toward prevention rather than reacting to a dysfunction when it presents
itself. Seligman and Csikszentmihalyi (2000) state that “What psychologists have learned
over 50 years is that the disease model does not move psychology close to the prevention
of these serious problems. Indeed, the major strides in prevention have come largely from
a perspective focused on systematically building competency, not on correcting
weakness” (p. 3). Evidence supports this assertion that a positive orientation aids attempts
at prevention. Patients dealing with terminal illness survive longer and show symptoms
later if they remain optimistic, largely due to the optimistic patient’s tendency to practice
healthy habits and engage social supports (Taylor, Kemeny, Reed, Bower, & Gruenewald,
2000). Individuals who participate in training to identify maladaptive thoughts and
behaviors, before they cause negative ramifications, find the ability to deal with negative
life events more effectively (Seligman, Schulman, DeRubeis, & Hollon, 1999).
Individuals living with HIV have a greater tendency to adhere to medication when they
have a positive state of mind and greater awareness of social supports (Gonzales et al.,
2004).
19

Fredrickson's Broaden and Build Theory
This study is not only interested in producing immediate positive cognitions and
affectual states among the participants, but also in developing a model that will allow
those positive gains to continue for an extensive span of time. More recent research
indicates that positive psychology could allow adult students to benefit from a more
profound effect than simply becoming aware of strengths. Barbara Fredrickson's Broaden
and Build Theory (1998, 2003, 2005, in press) indicates that a focus on positive emotions
can have a significantly more profound impact than temporarily allowing a person to
become conscious of their personal strengths.
A focus on negative emotions can cause an individual to narrow their focus. This
narrowing impairs a great deal of psychological functioning. A focus on unpleasant
events or simply viewing events from an unpleasant perspective serves to narrow
perception of positive personal traits and awareness of resources as well as decrease the
individuals psychological flexibility when faced with an obstacle (Schmitz, De Rosa, &
Anderson, 2009; Talarico, LaBar, & Rubin, 2004). The Broaden and Build theory
suggests that a positive focus accomplishes the exact opposite, opening up awareness of
resources and increasing the individuals tendency to try to solutions or ideas when faced
with an obstacle (Fredrickson, 1998, 2003, 2009). As outlined in Tables 5 and 6,
Fredrickson's theory postulates that specific aspects of the experience are broadened and
built upon when an individual has a positive mindset.
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Table 5
Aspects of Broadened Experience
Aspect

Description
Positive emotional states allow individuals
to more easily see the "big picture" in any

Attention

given situation. This broadened attention
applies to psychological attention but also
to more concrete sensory experiences such
as visual attention.
Perception of others from both a concrete
and abstract sense is broadened with

Perception of Others

positive emotion. This includes an increase
in facial recognition as well as a greater
tendency to include others.

Table 6
Aspects of Built Experience
Aspect

Description
A positive emotional framework allows and
individual to think more creatively and

Creativity

critically. Positively oriented individuals
have a greater capacity to synthesize
information and find novel and creative
solutions.
A positive individual is able to generate a

Thought-Action Repertoires

greater tendency to think of and act on
thoughts related to a given situation.
(continued)
21

Table 6 (continued)
Aspects of Built Experience
Description

Aspect

A generally positive mindset is associated
Physical Resources

with a higher degree of healthiness and an
overall healthier life-span.
Positivity leads to more approaching

Intellectual Resources

behavior .Approaching behavior allows the
opportunity to gain knowledge and
restructure assumptions.
When situations are approached instead of

Social Resources

avoided, individuals are able to create
relationships with others as well develop
greater social skills.

Fredrickson's application to the HPL
Levinson's (1978) and Schlossberg's (1981) theories have already provided a
framework from which to view the adult returning to college. Adult students are entering
into systems not tradtionally designed to meet their needs. They are also entering into this
system with the knowledge that they are setting out to accomplish a goal that is "offtime." It can be easily understood why many non-traditional aged students view returning
to school negatively. Fredrickson's Broaden and Build Theory (1993, 2003, 2009) allow a
closer look into how changing that perspective can provide positive results. The
broadening of attention, creativity, and thought-action repertoires along with the building
of intellectual resources can aid non-traditional aged students towards being successful
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educationally. The broadening of the perception of others as well as the building of social
resources can allow the non-traditional aged student to develop a greater sense of
community and hopefully allow them to perceive this "off-time" transition less negatively
than they may have originally. Furthermore, other studies indicate that these positive
events don't need to happen organically. The positive benefits can be intentionally elicited
by individuals through various experiences (Gable, Reis, & Elliot, 2000), suggesting that
an experience like the human potential lab can have as much effect as an unforeseen
positive event.
The distinct differences and needs presented by these students pose a unique task
to traditional institutions of higher education (Bowl, 2001; Brown, 2002; Dill & Henley,
1998). Non-traditional aged undergraduate students have lower persistence in higher
education due to the inability or refusal to meet these unique differences by the institution
of higher education(Bowl, 2001; Dill & Henley, 1998; Ely, 1997). The change process
experienced by the non-traditional aged student is one typically made in an atmosphere
not yet accustomed to them and successfully maintaining the change to graduation can be
difficult. Understanding the context of the individual (reasons for choosing to return to
school, available resources and support systems, further needs for support) can assist in
making the adaptation more successful (Schlossberg, 1981). In addition, the
developmental stage of a non-traditional aged student necessitates a focus on strengths,
reflection, and commitment to future goals based Levinson’s theory of the mid-life
transition (Levinson, 1978).
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Despite the fact that much of the positive psychology research does not have a
direct connection to higher education, there are many within the positive psychology field
who see an obvious application to increasing student engagement. Buck, Carr, and
Robertson (2008) suggest that students are failing to achieve their higher potential due to
inflexible and impersonal educational policies, and that application of positive
psychology concepts can be a step towards correcting this imbalance. Cskikszentmihalyi
(1990) believes that these inflexible educational policies should be replaced with an
environment that allows the development of activities that foster intrinsic motivation and
focus on quality experiences. Evidence suggests that programs that focus on
differentiated instructional approaches have a positive correlation with academic
achievement and engagement (Howard & Rice-Crenshaw, 2006; Johnson, 2001).
The human potential lab aims to foster increased intrinsic motivation through
providing an experience differentiated from those typically found in higher education. By
focusing on goals and strengths, students will be able to develop their own perception of
what success in higher education looks like from the context of their own, unique set of
strengths.
Purpose and Significance
The purpose of this study is to determine whether a brief, 4 hour human potential
lab experience will positively affect the awareness of strengths and perceived ability to
achieve goals in non-traditional aged undergraduate students immediately following the
intervention and at a 6 week follow-up. Research indicates that non-traditional aged
students have very unique needs (Brown, 2002; Dill & Henley, 1998; Ely, 1997) and are
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in a different place developmentally from their traditional aged counterparts (Levinson,
1978; Schlossberg, 1981). This study will provide a brief, reproducible positively
oriented model that can be easily employed by institutions with their non-traditional aged
student population. This brief group experience will work to increase students' awareness
of their strengths and their satisfaction with their goals while increasing motivation to be
persistent in higher education.
Research Questions
Based on the purpose of the study, the following research questions were
formulated:
1. Does participation in the human potential lab experience increase the perceived
capability to achieve goals in non-traditional aged undergraduates?
2. Does participation in the human potential lab experience increase the perceived
importance of short-term goals to overall success in non-traditional aged
undergraduates?
3. Does participation the human potential lab experience increase the perceived
importance of long-term goals to overall success in non-traditional aged
undergraduates?
4. Does participation in the human potential lab experience increase awareness of
strengths in non-traditional aged undergraduates?
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CHAPTER 2
OVERVIEW OF THE LITERATURE
Adult undergraduate students make up almost 40% of the students currently
enrolled in U.S. colleges and universities (Snyder, 2009). The rate of enrollment for nontraditional aged undergraduates has steadily risen since 1970 and can reasonably expected
to continue this rise (National Center for Educational Statistics, 2002). However, many
times university systems make no arrangement for the special needs presented by nontraditional aged undergraduates (Bodfish, 2002). Traditional higher education may view
the needs presented by non-traditional aged students as problematic and have frequently
expected the student to adjust without any adjustments to the institution (Bamber & Tett,
2000). This attitude speaks to the need for higher education institutions to understand and
meet the needs of this ever-growing adult student population. The following literature
review will describe higher education's attempts to understand and adjust to the nontraditional aged student and will explore the areas of goal orientation and positive
psychology as a useful theoretical framework to meet the needs expressed by nontraditional aged undergraduates.
Goal Orientation in the Non-Traditional Aged Student
Satisfaction with goals and the perceived ability to achieve them is an important
aspect of this study. Dweck (1986) proposed the existence of two main goal orientations:
learning and performance. A more optimistic pattern of responses reflects an orientation
toward learning goals, characterized by a desire to increase one’s competence through
mastering new problems and skills. A learning goal orientation is typically accompanied
by persistence when faced with obstacles, willingness to try varied problem-solving
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strategies, and enjoyment of challenges. The less optimistic pattern of responding, in
contrast reflects an orientation towards performance goals.
Eppler and Harju (1997) was the first study to apply the concept of goal
orientation to the non-traditional aged student. The authors compared the goal orientation
of non-traditional aged students to their traditional counterparts. Both groups rated
themselves more highly on learning goals than on performance goals. However, nontraditional students rated themselves even more highly than traditional students. The
learning goal orientation was positively related to academic success among both groups.
This study suggests that despite the fact that all students rate themselves higher on
a learning goal orientation, that non-traditional aged students are driven more by the
internal goals of developing competence and mastery than traditional students. This
assumption is supported by earlier research indicated that older students are more
intrinsically motivated where as traditionally aged students derive more motivation from
receiving external rewards and living up to expectations (Werring 1987; Wolfgang &
Dowling, 1981).
Not only do non-traditional aged students differ in their needs from the institution,
the aforementioned studies suggest they also approach learning from a different
perspective than their traditional counterparts. It is no wonder why higher education
institutions have had difficulty adapting to the influx of non-traditional students upon
their campuses.
Higher Education's Dilemma with the Adult Learner
The increase in the non-traditional aged student population creates a dilemma for
higher education institutions on a variety of levels. Success in higher education involves
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meeting the needs of the student by the institution. As the non-traditional aged student
population has increased, campus environment, culture, and structure has been kept
largely the same putting at odds what the institution is providing and what the nontraditional aged student needs (Castles, 2004; Dill & Henley, 1998; Ely, 1997).
Within the realm of higher education research, the ruler used to measure student
success is frequently the construct of persistence: whether a student chooses to continue
or discontinue the relationship with the institution. Though this study has not named
persistence as a target construct, it is important to analyze the higher education literature
on persistence to attempt to understand how higher education is addressing the success of
non-traditional aged students.
Retention in Higher Education
It is important at this point to address the concept of retention in higher education
research. The term retention is frequently used interchangeably with the term persistence.
In fact, the terms are very similar but there is an important distinction. Seidman (2005)
defines retention as the "ability of an institution to retain a student from admission
through graduation (p.14), and persistence as the "desire and action of a student to stay
within the system of higher education from beginning through degree completion" (p.14).
This indicates that retention speaks only to the fact of whether enrollment of a student
was maintained over time. Persistence is a construct that includes the concept of retention
and takes the concept further by addressing the subsequent desires and actions of the
student that led to either a successful or unsuccessful retention. More simply put,
retention maintains a focus on the institution as a whole, while persistence moves the
focus to the attitude of the student.
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A cursory database search for research that employs the use of the terms
"retention," "persistence," and "adult students," yields few results. The results that are
produced make no distinction between the constructs of retention and persistence. A
second search based only on the terms "persistence" and "adult students" yielded more
results. Many of the studies do not operationally define persistence as a construct. Those
that do, however, assign it the definition of retention instead. Within the studies that do
not operationally define persistence at all, it is possible to infer that the intended meaning
is the traditional meaning applied to retention.
The following summary of research will use the term persistence. The following
studies may or may not define persistence in their own respective research. A general
operational definition for persistence that is applicable to all mentioned research below is:
the tendency for a student to maintain enrollment.
Persistence of Non-Traditional Aged Undergraduates
Whether a student will choose to continue or leave in higher education is
impacted by many different factors. Internal factors such as organizational ability,
personality, and developmental stage as well as external factors such as work and family
responsibilities can have a profound effect on a student's decision regarding persistence
(Brindley, 1987; Kennedy & Powell, 1976; Powell, Conway, & Ross, 1990; Tennant &
Pogson, 1995). While these general descriptors apply to all students in higher education,
the known differences in needs between traditional and non-traditional aged students
suggests that addressing the issue of persistence in both of these groups will be starkly
different.
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Capturing the Non-Traditional Aged Student
Outcome studies regarding strategies designed to increase the persistence of nontraditional aged students are scarce. Research on how non-traditional aged students differ
from traditional students and general concepts of what non-traditional students need
abounds, however. Castles (2004) engaged non-traditional aged students directly to
determine what their persistence looks like. The study concluded that the most important
factors related to persistence were support and strong coping strategies. Furthermore, the
ability to juggle roles, success in study, love of learning, lack of personal crises, a
strategic approach to learning and smooth interaction with the institution and faculty were
listed as less important.
Day, Lovato, Tull, and Ross-Gordon (2011) explored faculty members'
perceptions of non-traditional aged undergraduate students in an effort to more fully
understand how the interaction with the institution and faculty can be made smoother.
The study suggests that faculty perceive of adult learners as tenacious and dedicated,
capable of multitasking, and having greater life experience on which to draw. Faculty
concerns centered around the lack of preparation for teaching adults. Unless the
individual comes from an educational field, many faculty members receive little to no
training in instructional models and pedagogy. The faculty members who had engaged in
such training indicated that their training was not sufficient and did not include any
preparation for working with adults. The study concludes that general perception of adult
learners in traditional settings is positive, but that higher quality training is needed for
faculty to fully engage the non-traditional aged undergraduate effectively.
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Similarly, Fritz and Alsabek (2010) conducted a study for adult students at a a
community ESL program. Though not an exact correlate to non-traditional aged
undergraduates in traditional institutions, many of the needs and qualities of the students
were similar. The study indicated that infusing coursework with certain qualities
increased both attendance and assistance in the program. These qualities were providing a
high level of structure to the curriculum and engaging students in areas of study they
found interesting. The addition of these qualities to the program correlate strongly to
Castles' (2004) conclusion that both a strategic approach to learning and appealing to the
student's love of learning will enhance persistence among adult learners.
What has become one of the most prevalent means to enhance student
development (and by extension, persistence) is the use of first-year experience courses.
These courses are designed to extend material typically covered during orientation
through the first semester of coursework. First-year experience courses have become very
common, with 90% of institutions offering them in some format (Barefoot, 2003). Cavote
and Kopera-Frye (2006) found that participation in a first-year experience program did
not positively impact the persistence of non-traditional aged students. The authors
suggest that institutions use the first-year experience format to cater to unique needs of
non-traditional students. It appears that many colleges and universities have taken this
advice to heart, as a cursory web search shows first-year experience programs
specifically designed for adults at numerous institutions across the country.
Unfortunately, a search of the literature shows no outcome studies describing the
effectiveness of first-year experience programs tailored to adults so it is impossible to say
whether such programs effectively meet the needs of non-traditional aged learners.
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Though research on particular, novel interventions to reach the non-traditional
aged student in a traditional setting is scarce, these studies illustrate three very important
things: 1) there is a substantial body of research and firm grasp on what adult students
need in comparison to their traditional counterparts (Castles, 2004; Dill & Henley, 1998;
Ely, 1997), 2) even though research evaluating methods to meet this needs is currently
scarce, the small amount of research available does provide anecdotal evidence that
meeting these needs does, in fact, enhance the non-traditional aged student's experience
and validate higher education's belief that it is aware of what adult students need (Fritz &
Alsbeck, 2010), and 3) given this research, the next direction for research is not in the restatement of well known information, but a purposeful movement in the direction of
evaluating programs designed to meet these needs.
One reason outcome studies related to non-traditional aged student persistence
and success may be so scarce is because higher education feels that dilemma of “what to
do with the adult student” has been solved with the growing existence of online and
distance education.
Online Education and the Non-traditional Aged Student
Carnoy and associates (2012) found that students enrolled in online universities
were primarily adults, almost universally employed and roughly 40% of the students had
already attended college at some point in their lives. Online universities have drawn adult
learners due to flexibility that allows the student to seek a degree but still focus on their
other responsibilities. At first glance, it appears that online education is an ideal solution
to educating adult learners. However, a closer look reveals quite a few problems with that
conclusion.
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Despite the added flexibility of online education, the degree completion rate for
online schools is low. Carnoy and associates (2012) indicate a graduate rate of 20-30%.
Their analysis suggests that the low completion is due to other outstanding
responsibilities for students, indicating that even though the increased flexibility is
beneficial for this population of students, it doesn't solve the dilemma of the nontraditional aged student entirely. In fact, the results regarding degree completion from
Carnoy and associates mirror the same results for adult students in traditional higher
education settings (Jacobs & King, 2002; Taniguchi & Kaufman, 2005). The conclusion
of the research regarding the persistence and completion rates of adult learners is that
adults are less likely to not persist because they are more likely to attend part time, and
are more likely to attend part time due to other responsibilities.
Adult students report no strong preference for or satisfaction with online or
accelerated programs over traditional instruction (Allen, Bourhis, Burrell, & Mabry,
2002). The lack of preference for programs designed specifically for non-traditional
students indicates that non-traditional aged students are not forsaking traditional
education as much as one may initially assume. This is further indicated by the result that
40% of the student population in traditional institutions are adult learners, many attending
part-time (Snyder, 2009). Adult student satisfaction with traditional institutions is also
generally high (Noel-Levitz & Council for Adult and Experiential Learning, 2010).
Despite the fact that non-traditional students report similar levels of satisfaction with
traditional education as non-traditional programs, adult undergraduates are twice as likely
than their traditional counterparts to leave school in the first year (National Center for
Educational Statistics, 1995).
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Even if online and other non-traditional delivery methods provided a much
increased success rate for students, it does not remove the responsibility of higher
education to meet the needs of this large population of students consistently filling its
classrooms. Considering the prevalence of literature discussing the needs of students, the
recent development of first-year experience courses, and the tendency for institutions to
adapt to the online learning model, higher education cannot be accused of not-attempting
to adjust to adult learners. However, what all of these models have in common is a focus
on persistence first and then student satisfaction. This leads to a faulty conclusion of “If
they remain enrolled they must be satisfied.” When, in fact, there could be numerous
other confounding variables that lead to persistence. This study suggests a model that
attempts to meet some of the specific needs of non-traditional students with the construct
of satisfaction as the means of measurement.
Positive Psychology and the Non-Traditional Aged Student
Positive psychology is a shift in perspective on the view of the individual. Instead
of a focus on the traditional disease model of mental health, positive psychology is
focused on the development of well-being and resilience. Positive psychology does not
ignore negative emotions or life events, but seeks to understand negative events from the
perspective of coping. The positive psychology research on adults and students is vast
and multifaceted and lays the theoretical groundwork for the group model presented in
this study.
An important construct within the positive psychology research is resilience.
Davis and associates (2000, 2007) describe resilience as having an optimistic coping
style, one in which the individual does not spend a significant amount of time processing
34

the meaning and reason for stressful or adverse events. These individuals tend to adapt
well to such events. Other research has indicated that this resilience is related to the use
of self-enhancement strategies, the ability to cope flexibly, and a clear sense of self not
affected by the stressful event (Mancini & Bonanno, 2009). The traits mentioned in these
studies are ones that have been tied uniquely to the adult learner in higher education
research (Castles, 2004; Dill & Henley, 1998; Ely, 1997).
In two studies focusing on first-year college students and adults in rehabilitative
care, Greenglass and Fiksenbuam (2009) found that individuals who engage in more
positive coping report more positive affect and greater social support. In other research,
Greenglass (2002) found that proactive coping tendencies are positively associated with
the use of active coping strategies and life satisfaction. Greenglass' (2002) results on
optimism support other research indicating that optimism is related to a greater use of
active problem solving strategies, less distress from stressful events, a greater acceptance
of stressful circumstances (Carver et al., 1993) and more realistic goal setting (Sohl &
Meyer, 2009). This data is important because it supports the positive orientation of the
human potential lab experience for several reasons: Firstly, it supports the positive
orientation of the group experience set forth by the human potential lab. Secondly, it
supports the constructs that the human potential lab attempts to impact (awareness of
strengths and goals). Finally, the large theoretical base for these constructs indicates that
the obvious direction of future research is in the development and assessment of
interventions designed to enact change in the individual.
The refinement of positive psychology will continue. There is also a body of
research beginning to develop that focuses on the active use and assessment of positive
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psychology theory, some of which is applicable to context and population of the nontraditional aged undergraduate.
Seligman, Rashid, and Parks (2006) conducted a study of adults ages 18-55 who
met the criteria for major depressive disorder within the Diagnostic and Statistical
Manual of Mental Disorders IV. These individuals took part in individual sessions across
12 weeks with a practitioner approaching therapy from a manualized, positive
psychology orientation. The results indicated that positive psychology interventions did
better than the treatment as usual (an integrative approach) at Counseling and Psychology
Services in The University of Pennsylvania, and the treatment as usual with added
antidepressant medication.
In addition to the aforementioned study, Seligman et al. (2006) also conducted a
group study very similar to the model proposed in this paper. Within this study, the
authors investigated the use of a positive psychotherapy group for individuals with mild
to moderate depression. The group intervention included exercises on “signature
strengths, thinking of three blessings, writing a positive obituary, going on a gratitude
visit, active-constructive responding, and savoring (Seligman et al., 2006, p.778). The
group intervention lasted six weeks with a final group customizing the experience for the
sake of maintenance. The participants were college students at the University of
Pennsylvania. However, the breakdown of the age range of participants was not given.
The results indicated a decrease in depressive symptoms that lasted through the year
follow-up. Participants in the group also maintained a higher level of life satisfaction
over the control group over time. Other research indicates that gains from positive
psychology interventions are not uncommon (Cohn & Fredrickson, 2010).
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Though these studies do not particularly target the non-traditional aged student,
they provide empirical evidence that positively orientated interventions can have
profound results. Seligman et al. (2006) concluded, “we doubt that the effects PPT
(positive psychology psychotherapy) are specific to depression and we expect that
increasing positive emotion, engagement, and meaning promote highly general ways of
buffering against a variety of disorders and troubles” (p. 785). This study intends to take
this general model and inject it into a group experience for non-traditional aged
undergraduates that will begin to fill the gap of applied studies within the area of higher
education research.
Broaden and Build Research
Existing research on Fredrickson's Broaden and Build Theory (1998, 2003, 2005,
in press) indicates that positive emotional experiences do have many of the posited
effects. Fredrickson and Brannigan (2005) studied individuals who viewed film clips
designed to elicit positive, neutral, or negative emotions. Upon completion of the clip,
individuals were asked to complete a task involving geometric figures. The study
indicates that the level of attention paid by participants who had viewed the positive film
clip was broadened. Furthermore, the participants were asked to list scenarios in which
they may experience the feeling elicited by the film clip. The individuals who had
watched the positive film clip were able to provide a more varied list of options
indicating that positive experiences enhance though-behavior repertoires. The broadened
perception of others also has evidence to support it. Research indicates that experience
positive emotions lead to a lessening of own-race bias and greater tendency to be
inclusive (Johnson & Fredrickson, 2005). Additionally, Waugh and Fredrickson (2006)
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found that positive emotional experiences lead to the inclusion of others in our selfconcepts, allowing individuals to become more socially connected. Further evidence
regarding the broaden and build theory indicates that the positive broadening of
awareness and subsequent building of resources may be a useful inoculation against the
negative symptoms of emotional dysfunction (Garland et al., 2010).
In Summary
Existing research indicates to us that the needs of non-traditional aged
undergraduates differ from their traditional counterparts, as does their general approach
to learning. Current research trends in higher education focus heavily on refining the
differences theoretically with few outcome studies designed to meet the needs as they are
known.
Many of the constructs within positive psychology (awareness of strengths,
personal growth) are constructs also indicated as being important to the non-traditional
aged student population. Current outcome research on the use of positive psychology
interventions in both individual and group settings is encouraging. Fredrickson's Broaden
and Build Theory (1998, 2003, 2005, in press) indicates that even intentionally
experienced positive events can have a lasting beneficial impact on an individual's
awareness of their current situation, their awareness of options to deal with the event and
their tendency to perceive social connectedness.
It is the purpose of this study to present a model of group experience that will
encompass the constructs of positive psychology in an attempt to address the needs nontraditional aged undergraduate students.
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CHAPTER 3
METHODOLOGY
The following information will detail the participants, methodology, and
procedures that will be undertaken to determine the effect the human potential lab
experience (HPL) has on awareness of personal strengths and perceived ability to achieve
both long-term and short term goals.
Rationale
The HPL experience existed on a variety of levels. Most relevant to this study is
the use of such a program as a group counseling experience for undergraduates
contemplating the counseling field. Students in the undergraduate Introduction to
counseling course are required to complete a counseling experience. The HPL experience
evolved out of a desire to provide those undergraduate students with a standardized
experience that would also minimize the student's responsibility in finding an outside
counseling experience on their own. Previous semesters students were referred to the on
campus counseling center, but this practice was de-emphasized as many students would
attend only an intake session. This artificially inflated the load on the counseling center
and reduced the exposure students had to actual counseling as intake sessions are
typically concerned with information gathering.
In addition to the use of the HPL experience with the undergraduate population,
the development of the HPL program was a comprehensive experience for doctoral
students. The program was designed as part of a project-based learning experience
allowing doctoral students to design, conduct, and assess an group counseling program.
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Out of the HPL program came both this study and the development of a project-based
learning model (Pickens, Lancaster, James, Shaefgen, & Constantin, 2012).
Participants
Data used in this study was acquired from direct intervention with the
participants. The participants were recruited as members of undergraduate counseling
classes, and for some participation in the HPL experience was mandatory for a
satisfactory grade in their respective course. The undergraduate students are defined as
non-traditional aged students. The participants were students who were enrolling after an
absence from school, were minority students (primarily African American and female),
ranged in ages from 24-62 and were enrolled as part of the University College program.
The University College is a degree granting branch of the University of Memphis which
houses interdisciplinary studies and is commonly a home department for the nontraditional aged student. Many of the students enrolled in these courses reported dealing
with significant responsibilities outside of school.
The total number of students evaluated in this study (N = 48) were comprised of
students from Introduction to Counseling and Human Interactions courses. Introduction
to Counseling is an undergraduate introduction to counseling theories and the profession
that is mandatory for many of the degree programs within the University College. The
Human Interactions course is similar in that it is either mandatory or a possible elective
for students within many of the degree programs of the University College. All sections
of the courses were taught either by adjunct faculty or doctoral students from the
Counseling, Educational Psychology, and Research department.
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Group Process
All participants received the same standardized group process. The HPL
experience occurred once per semester for three semesters. The groups were conducted
each time on a Saturday morning from 9am until 1pm or from 1pm until 5pm.
The HPL curriculum was designed by a doctoral level Advanced Group Theories
course students. The initial development of the potential lab was an assignment given to
the group of doctoral students to provide them with an experience of taking a program
through the development, implementation, and evaluation stages. The group exercises
were developed with a positive orientation and upon the theoretical framework of
positive psychology (Seligman, 2002; Seligman et al., 2009) and emphasized
identification of strengths and values, positive reflection of life events, and synthesizing
this information into personalized statements of goals and self-worth.
The selected exercises that made up the curriculum for the HPL experience were
generated by the doctoral students and were specifically designed for the purpose of the
HPL. All exercises used or developed were specifically chosen to address positive
attributes of the individual and maintain a positive orientation during the group process. A
full itinerary can be found in Appendix A and examples of the exercises can be found in
Appendix B. The following table (Table 7) lists the stages of the HPL experience as well
as a general description of each stage:
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Table 7
Human Potential Lab Group Stages
Group Stage

Summary
Group facilitators and members
introduce themselves. Group

Welcome and Orientation

facilitator provides background for
group and emphasizes maintaining a
positive orientation.
Exercise that provides an
environment for group members to

Identifying Natural Talents
explore positive attributes, abilities,
skills, and talents.
Exercise that explores intrinsic and
extrinsic motivation. Allows
Identifying Motivational Style
participants to identify the roots of
their own motivation.
Allows participants to identify
important life events (both positive
Life Map
and negative) and discuss how those
events impacted them positively.
(continued)
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Table 7 (continued)
Human Potential Lab Group Stages
Group Stage

Summary
Allows group members to identify

Values Clarification

personal values, their origins, and
how they relate to life goals.
Identifies beliefs regarding self
worth, begin dialogue among

Symbols of Self Worth
participants about the importance
and origin of self worth.
Group members develop and share a
statement that concisely summarizes
Personal Mission Statement
life goals and how their strengths
will contribute to their achievement.
Group members share with each
participant the positive attributes and
Strengths Bombardment

strengths they have witnessed by
other participants throughout the
session.
(continued)
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Table 7 (continued)
Human Potential Lab Group Stages
Group Stage

Summary
Participants write down and discuss
at least one short term and long term

Goal Setting

goal and address how their new
awareness of strengths can attribute
to achieving the goals.

Procedure
All participants were recruited undergraduate counseling classes populated by
non-traditional aged students. The students were informed of the HPL by their individual
instructors as well as being informed of whether it was mandatory for their course. The
mandatory nature of the HPL was determined by the instructor for each respective
section.
The participants were randomized and divided into appropriately sized groups.
Group sizes were restricted to six participants to ensure that all participants would have
time to participate equally. During the first iteration of the HPL, the facilitators were
doctoral students who had developed the program. Later iterations gleaned volunteer
facilitators from a pool of faculty members and first year doctoral students who expressed
interest in facilitating a group.
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Careful consideration was taken to avoid placing individuals together who may
have conflict with one another (information regarding previous conflict was related
directly to the researcher by the course instructors). In addition to avoiding conflict
within groups, group makeup attempted to avoid placing participants who shared the
same course section. This was in an effort to provide the most unbiased group possible
and to provide the safest environment for all participants involved. Any situation in which
participants may have known each other outside the classroom environment were also
dealt with at this point. Finally, any students who may have special needs were identified
and arrangements were made for note-takers to be present at the time of the group.
Participants were asked to arrive 15 minutes early on the day of the HPL in an
effort to avoid confusion over the group to which participants were assigned. Group
members were directed to the rooms where their group had been assigned. There were
also lists of assigned groups and rooms posted on all entrances to the building.
Upon commencement of the groups, participants were informed of the rules
regarding their confidentiality and informed that professionals were available should any
part of the group cause them to feel they required a referral for individual counseling.
Group members took time before beginning to complete introductions and gain a
background on the concept of the group lasting approximately a half hour.
Group activities followed a strict protocol initially designed by the doctoral
students in the Advanced Group Theories course. This itinerary was maintained though
all subsequent incarnations of the HPL. A copy of this itinerary can be found in appendix
A.
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Assessment Instruments
The assessment instrument used in the HPL was generated by the doctoral
students at the time of program development. The instrument was given prior to
participation in the HPL during the participants respective courses, directly after the
conclusion of the program, and at the end of the semester in which the HPL occurred. The
items on this instrument relate to the awareness of positive attributes and abilities, and
perception of the ability to set and achieve goals. A copy of this assessment instrument is
included in the appendix C of this study.
Purpose
The purpose of this study is to determine whether a brief, four hour HPL
experience will positively affect the awareness of strengths and perceived ability to
achieve goals in non-traditional aged undergraduate students immediately following the
intervention and at a 6 week follow-up.
Research Questions
Based on the purpose of the study, the following research questions were
formulated:
1. Does participation in the human potential lab experience increase the perceived
capability to achieve goals in non-traditional aged undergraduates?
2. Does participation in the human potential lab experience increase the perceived
importance of short-term goals to overall success in non-traditional aged
undergraduates?
3. Does participation the human potential lab experience increase the perceived
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importance of long-term goals to overall success in non-traditional aged
undergraduates?
4. Does participation in the human potential lab experience increase awareness of
strengths in non-traditional aged undergraduates?
Design
The study is constructed as a quasi-experimental, within groups measurement
design. The population of students who participated in the study completed the pre-test
assessment in their respected classes prior to the group experience. Participants also
completed a post-test assessment at the conclusion of the HPL before adjourning, and a
follow-up assessment 4-6 weeks later before the end of the semester, again in their
respective classes.
Hypotheses
Based on the existing research regarding the needs of non-traditional aged
students and the effectiveness of positive psychology interventions, the following
hypotheses were formulated:
H1: There will be in increase in perceived ability to achieve goals among nontraditional aged undergraduates at post-test and follow-up.
H2: There will be in increase in perceived importance of long-term goals to
overall success among non-traditional aged undergraduates at post-test and
follow-up.
H3: There will be an increase in perceived importance of short-term goals to
overall success among non-traditional aged undergraduates at post-test and
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follow-up.
H4: There will be an increase in awareness of strengths among non-traditional
aged undergraduates at post-test and follow-up.
Statistical Methods
The statistical analysis used was a 1x3 repeated measures Analysis of Variance
with corresponding Tukey post-hoc analysis to determine significance between groups.
Limitations
Due to the nature of the HPL experience, there are a few limitations that must be
noted.One of these limitations relates to underlying theory and the assessment tool. Some
of the constructs presented in this study are similar to constructs within Bandura's (1991)
self-efficacy theory. While these constructs may fit well into self-efficacy theory, the
alignment with this theory was not developed purposefully. By choosing positively
aligned exercises, the similarity to constructs within self-efficacy simply occurred
coincidentally. Despite this, further research could focus on this relationship. Future
assessment tools could be brought more into line with self-efficacy theory, or pre-existing
self-efficacy assessments could be used in place of the original one used in this study.
The means of obtaining participants could also pose another limitation.
Participants were not randomly chosen and instead existing classes of undergraduate
students were chosen to take part in the study in an attempt to fulfill the requirements for
the course. In the first iteration of the HPL, doctoral students were also taking part as a
means to satisfy course requirements. In further incarnations, volunteer facilitators were
used.
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After taking these possible limitations into account, the analysis was conducted to
determine the impact of the HPL experience on the non-traditional aged undergraduate
student participants.
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CHAPTER 4
RESULTS
The following sections detail the examination of data in regard to each particular
research question posed by this study. The initial data has been transformed using the
square root transformation in an effort to meet all underlying assumptions of the one-way
analysis of variance (ANOVA). In these ANOVAs, the individual assessment items
became discrete dependent variables. Time of assessment (pre, post, or follow-up)
became the independent variable. Assessment groups are labeled as pre-test (0), post-test
(1), and follow-up (2) for the purpose of data analysis.
Research Question 1
Does participation in the human potential lab experience increase the perceived
capability to achieve goals in non-traditional aged undergraduates?
To examine this question the following items from the assessment have been used:
I feel empowered to achieve my goals, I understand how to apply my strengths to reach
my goals, I have a good sense of my potential. The means and standard deviations for the
assessment items across all three administrations of the instrument are provided in Table
8 below. Individual assessment items were rated on a 7-point Likert scale with 1
indicating "Strongly Agree" and 7 indicating "Strongly Disagree." Therefore, higher
means in the table below indicate greater disagreement with the statement, while lower
means indicate a greater level of agreement.
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Table 8
Descriptive Statistics for Assessment Items included in Research Question 1
Pre-Test, Perceived Capability to Achieve Goals
Assessment Item
I feel empowered to
achieve my goals.

Mean

Standard Deviation

N

1.387

0.348

45

1.559

0.356

45

1.355

0.313

45

I understand how to
apply my strengths
to reach my goals.
I have a good sense
of my potential.

Post-Test, Perceived Capability to Achieve Goals
I feel empowered to
achieve my goals.

1.160

0.231

40

1.343

0.310

40

1.366

0.244

40

I understand how to
apply my strengths
to reach my goals.
I have a good sense
of my potential.

Follow-Up, Perceived Capability to Achieve Goals
I feel empowered to
achieve my goals.

1.142

0.222

48

1.157

0.237

48

1.187

0.219

48

I understand how to
apply my strengths
to reach my goals.
I have a good sense
of my potential.
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A Oneway Analysis of Variance (ANOVA) was used to examine all three
assessment items: "I feel empowered to achieve my goals," "I understand how to apply
my strengths to reach my goals," and "I have a good sense of my potential." These three
items are used to address the larger research question: "Does participation in the human
potential lab experience increase the perceived capability to achieve goals in nontraditional aged undergraduates?" The dependent variable was the perceived ability to
achieve goals, the independent variable was the time of the assessment administration.
The three administrations occurred prior to the group (0), immediately after the group (1),
and at a six week follow-up (2). Each assessment item was evaluated individually. The
results of each are below.
The oneway ANOVA of participants' response to the item: "I feel empowered to
achieve my goals," revealed a statistically significant main effect (F = 11.16, p < .001 < α
= .05) indicating that the participants feelings of their empowerment to achieve goals
differed across administration of the HPL assessment (Table 9). Analysis reveals an effect
size of 0.146, indicating that approximately 14.6% of the variance is attributable to
differences between the pre-test, post-test, and follow-up.
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Table 9
ANOVA, I feel empowered to achieve my goals
df

F

Mean Square

p

Between Groups

2

11.169

0.838

<.001*

Within Groups

130

Total

132

.075

*Significant at α = .05

Post hoc comparisons using Tukey procedures were used to determine which pairs
of the three group means differed. The results are given in Table 10 and significant effects
are marked by an asterisk and bolded. Results below indicate that the participants
reported perceived levels of empowerment significantly lower at the pre-test (0) than at
either the post-test (1) or follow-up assessment (2). There were no significant differences
between the reported feelings of empowerment between the post-test (1) and follow-up
assessment (2) indicating that gains made from the human potential lab held firm over
time.
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Table 10
Tukey Post Hoc Results of Perceived Empowerment by Time of Assessment
Administration
Time of Assessment

Mean

Pairwise Q values
0

Pre-Test (0)

1.387

Post-Test (1)

1.160

0.226*

Follow-Up (2)

1.142

0.245*

1

0.018

*indicates a significant difference between compared means at α = .05

The oneway ANOVA of participants' response to the second item: "I understand
how to apply my strengths to reach my goals," revealed a statistically significant main
effect (F = 20.271, p < .001 < α = .05) indicating that the participants differed in their
perception of how to apply their strengths to achieve their goals across assessment
administrations (Table 11). Analysis reveals an effect size of 0.237, indicating that
approximately 23.7% of the variance is attributable to differences between the pre-test,
post-test, and follow-up.
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Table 11
ANOVA, I understand how to apply my strengths to reach my goals.
df

Between Groups

2

Within Groups

130

Total

132

F

Mean Square

p

20.271

1.871

<.001*

.092

*Significant at α = .05

Post hoc comparisons using Tukey procedures were used to determine which pairs
of the three group means differed. The results are given in Table 12 and significant effects
are marked by an asterisk and bolded. Results below indicate that the participants
reported significantly lower awareness of how to apply strengths to goals at the pre-test
(0) than at either the post-test (1) or follow-up assessment (2). There were also
significant differences between the post-test (1) and follow-up assessment (2) indicating
that any gains made from participation in the human potential lab may have continued to
increase over time.
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Table 12
Tukey Post Hoc Results of Perceived Ability to Apply Strengths to Goals by Time of
Assessment Administration
Time of Assessment

Mean

Pairwise Q values
0

Pre-Test (0)

1.559

Post-Test (1)

1.343

0.215*

Follow-Up (2)

1.157

0.401*

1

2

0.185*

*indicates a significant difference between compared means at α = .05

The oneway ANOVA of participants' response to the final assessment item for
research question 1: "I have a good sense of my potential," revealed a statistically
significant main effect (F = 6.677, p = .002 < α = .05) indicating that the participants
differed in their awareness of their potential across assessment administrations (Table
13). Analysis reveals an effect size of 0.093, indicating that approximately 9.3% of the
variance is attributable to differences between the pre-test, post-test, and follow-up.

Table 13
ANOVA, I have a good sense of my potential.
df

F

Mean Square

p

Between Groups

2

6.677

0.459

.002*

Within Groups

130

Total

132

.069

*Significant at α = .05
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Post hoc comparisons using Tukey procedures were used to determine which pairs
of the three group means differed. The results are given in Table 14 and significant effects
are marked by an asterisk and bolded. Results below indicate that the participants
reported significantly lower awareness of potential at the pre-test (0) and post-test (1)
than at the follow-up assessment (2). There were no significant differences between the
pre-test (0) and the post-test (1) indicating that the participants' awareness of their
potential may have been a time delayed effect of the human potential lab.

Table 14
Tukey Post Hoc Results of Awareness of Potential by Time of Assessment Administration
Time of Assessment

Mean

Pairwise Q values
0

Pre-Test (0)

1.355

Post-Test (1)

1.366

0.108

Follow-Up (2)

1.187

0.167*

1

0.177*

*indicates a significant difference between compared means at α = .05

Research Question 2
Does participation in the human potential lab experience increase the perceived
importance of short-term goals to overall success in non-traditional aged
undergraduates?
To examine this research question, the following item from the HPL assessment
was used: "I believe setting short-term goals is an important component in my overall
success." Perception of the importance of short term goals became the dependent
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variable, time of assessment administration (pre, post, or follow-up) became the
independent variable. The means and standard deviations for the assessment items across
all three administrations of the instrument are provided in Table 15 below. Individual
assessment items were rated on a 7-point Likert scale with 1 indicating "Strongly Agree"
and 7 indicating "Strongly Disagree." Therefore, higher means in the table below indicate
greater disagreement with the statement, while lower means indicate a greater level of
agreement.
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Table 15
Descriptive Statistics, Importance of Short-Term Goals to Overall Success
Pre-Test, Perceived Importance of Short-Term Goals
Assessment Item

Mean

Standard Deviation

N

1.394

0.354

45

I believe setting
short term goals is
an important
component to my
overall success.
Post-Test, Perceived Importance of Short-Term Goals
I believe setting
short term goals is
an important

1.195

0.271

40

component to my
overall success.
Follow-up, Perceived Importance of Short-Term Goals
I believe setting
short term goals is
an important

1.203

0.290

47

component to my
overall success.

The oneway ANOVA of participants responses to the assessment item: "I believe
setting short term goals is an important component to my overall success," yielded
statistically significant results (F = 5.880, p = .004 < α = .05). This indicates that there
were significant differences in opinions regarding the importance of short-term goals to
overall success across the three administrations of the assessment tool (Table 16).
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Analysis reveals an effect size of 0.083, indicating that approximately 8.3% of the
variance is attributable to differences between the pre-test, post-test, and follow-up.

Table 16
ANOVA, I believe setting short term goals is an important component to my overall
success.
df

F

Mean Square

p

Between Groups

2

5.880

0.561

.004*

Within Groups

129

Total

131

.095

*Significant at α = .05

Tukey post hoc comparisons were used to determine which pairs of the three
groups differed. These results are given in Table 17 and indicate that perception of the
importance of short term goals to overall success during the pre-test (0) differed
significantly from the perception of importance of short term goals to overall success
during both the post-test (1) and the follow-up (2).There are no significant differences
between the post-test (1) and the follow-up (2), indicating that any change that may have
taken place in the perception of the importance of short term goals to overall success after
the human potential lab held firm over time.
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Table 17
Tukey Post Hoc Results of Awareness of Potential by Time of Assessment Administration
Time of Assessment

Mean

Pairwise Q values
0

Pre-Test (0)

1.394

Post-Test (1)

1.195

0.199*

Follow-Up (2)

1.266

0.190*

1

2

0.008

*indicates a significant difference between compared means at α = .05

Research Question 3
Does participation in the human potential lab experience increase the perceived
importance of long-term goals to overall success in non-traditional aged
undergraduates?
To examine this research question, the following item from the HPL assessment
was used: "I believe setting long-term goals is an important component in my overall
success." Perception of the importance of long term goals became the dependent variable,
time of assessment administration (pre, post, or follow-up) became the independent
variable. The means and standard deviations for the assessment items across all three
administrations of the instrument are provided in Table 18 below. Individual assessment
items were rated on a 7-point Likert scale with 1 indicating "Strongly Agree" and 7
indicating "Strongly Disagree." Therefore, higher means in the table below indicate
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greater disagreement with the statement, while lower means indicate a greater level of
agreement.

Table 18
Descriptive Statistics, Importance of Long-Term Goals to Overall Success
Pre-Test, Perceived Importance of Long-Term Goals
Assessment Item

Mean

Standard Deviation

N

1.334

0.330

45

I believe setting
short term goals is
an important
component to my
overall success.
Post-Test, Perceived Importance of Long-Term Goals
I believe setting
short term goals is
an important

1.158

0.243

40

component to my
overall success.
Follow-Up, Perceived Importance of Long-Term Goals
I believe setting
short term goals is
an important

1.245

0.296

47

component to my
overall success.

A oneway ANOVA of participant's responses to the assessment item "I believe
setting long-term goals is an important component in my overall success," yielded
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statistically significant results (F = 3.809, p = .025 < α = .05). This outcome indicates that
there were significant differences in the perception of the importance of long-term goals
to overall success across administrations of the assessment tool (Table 19). Analysis
reveals an effect size of 0.055, indicating that approximately 5.5% of the variance is
attributable to differences between the pre-test, post-test, and follow-up.

Table 19
ANOVA, I believe setting long term goals is an important component to my overall
success.
df
F
Mean Square
p
Between Groups

2

Within Groups

129

Total
*Significant at α = .05

3.809

0.330

.025*

.087

131

A post hoc comparison with Tukey procedures was used to determine which pairs
of the three group means differed. These results are presented in Table 20 below and
indicate that there is a significant difference in the perception of long-term goals to
overall success between the pre-test (0) and the post-test (1). There were no significant
differences in perception between the pre-test (0) and the follow-up (2), or between the
post-test (1) and follow-up (2).
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Table 20
Tukey Post Hoc Results of Awareness of Potential by Time of Assessment Administration
Time of Assessment

Mean

Pairwise Q values
0

Pre-Test (0)

1.334

Post-Test (1)

1.158

0.176*

Follow-Up (2)

1.245

0.089

1

0.087

*indicates a significant difference between compared means at α = .05

Research Question 4
Does participation in the human potential lab experience increase awareness of
strengths in non-traditional aged undergraduates?
Investigating this research question involved a number of items from the HPL
assessment. Those items are:
1. I can identify some of the my areas of strength by reflecting on my past
accomplishments.
2. I can identify my strengths.
3. I can identify what motivates me.
4. I can clearly identify what my personal mission statement is.
5. I feel a sense of direction for my future.
6. I can identify my talents.
7. I am presently making optimal use of my strengths and talents.
Each assessment item was analyzed via an individual oneway ANOVA. The
assessment item (representing awareness of strengths) became the dependent variable
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while time of assessment administration (pre, post, or follow-up) became the independent
variable. Each assessment item was rated on a 7-point Likert scale with 1 indicating
"Strongly Agree" and 7 indicating "Strongly Disagree." Therefore, higher means indicate
greater disagreement with the statement, while lower means indicate a greater level of
agreement. Descriptive information for assessment items pertaining to this research
question is included below in each items representative Post-hoc analysis table.
A oneway ANOVA for the assessment item "I can identify some of my areas of
strength by reflecting on past accomplishments" found statistically significant results (F =
12.613, p < .001 < α = .05). This indicates a significant difference in the reported ratings
across assessment administrations. Analysis reveals an effect size of 0.162, indicating that
approximately 16.2% of the variance is attributable to differences between the pre-test,
post-test, and follow-up (Table 21).

Table 21
ANOVA, I can identify some of my areas of strength by reflecting on past
accomplishments.
df

F

Mean Square

p

Between Groups

2

12.613

1.034

<.001*

Within Groups

130

Total

132

.082

*Significant at α = .05
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Post hoc analysis using Tukey procedures (Table 22) reveal that there were
significant differences between the ratings of participants during the pre-test (0) and the
post-test (1). Significant differences were also found between the pre-test (0) and the
follow-up (1). There were no significant differences found between the post-test (1) and
the follow-up (2). This indicates that any positive gains from the HPL held steady over
time.

Table 22
Tukey Post Hoc Results of Identification of Strengths from Past Accomplishments
Time of Assessment

Mean

Pairwise Q values
0

Pre-Test (0)

1.334

Post-Test (1)

1.158

0.25*

Follow-Up (2)

1.245

0.26*

1

0.01

*indicates a significant difference between compared means at α = .05

A oneway ANOVA (Table 23) for the item "I can identify my strengths" found
significant differences between the pre-test, post-test, and follow-up assessments (F =
14.170, p < .001 < α = .05). Analysis reveals an effect size of 0.179, indicating that
approximately 17.9% of the variance is attributable to differences between the pre-test,
post-test, and follow-up.
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Table 23
ANOVA, I can identify my strengths
df
Between Groups
2
Within Groups
Total
*Significant at α = .05

F
14.170

130

Mean Square
1.268

p
<.001*

.090

132

During post hoc analysis with Tukey procedures (Table 24) it was found that the
significant differences existed between the pre-test (0) and the post-test (1) as well as
between the pre-test (0) and the follow-up (2). This suggests that any change in the ability
to identify strengths that may be attributed to the HPL held steady over time.

Table 24
Tukey Post Hoc Results of Identification of Strengths
Time of Assessment

Mean

Pairwise Q values
0

Pre-Test (0)

1.334

Post-Test (1)

1.158

0.17*

Follow-Up (2)

1.245

0.33*

1

0.15

*indicates a significant difference between compared means at α = .05

The item "I can identify what motives me" was also found to have significant
differences across the three assessment administrations (F = 7.599, p = .001 < α = .05)
(Table 25). The analysis shows an effect size of 0.104, indicating that approximately
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10.4% of the variance can be attributed to differences between the pre-test, post-test, and
follow-up.
Table 25
ANOVA, I can identify what motivates me
df
Between Groups

2

Within Groups

130

Total
*Significant at α = .05

F

Mean Square

p

7.599

0.572

.001*

.075

132

Tukey post hoc analysis (Table 26) indicates that the significant differences
existed between the pre-test (0) and the follow-up (2). There were no significant
differences found between the pre-test (0) and the post-test (1), or the post-test (1) and the
follow-up (2).

Table 26
Tukey Post Hoc Results of Awareness of Potential Identification of Motivation
Time of Assessment

Mean

Pairwise Q values
0

Pre-Test (0)

1.334

Post-Test (1)

1.158

0.13

Follow-Up (2)

1.245

0.22*

*indicates a significant difference between compared means at α = .05
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0.83
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A oneway ANOVA was used to analyze the assessment item " I can clearly
identify what may personal mission statement is." Significant differences were found
between the pre-test, post-test, and follow-up (F = 29.539, p < .001 < α = .05) (Table 27).
Further analysis shows an effect size of 0.312, indicating that approximately 31.2% of the
variance can be attributed to the differences across assessment administrations.

Table 27
ANOVA, I can clearly identify what my personal mission statement is.
df

F

Mean Square

p

Between Groups

2

29.539

3.161

<.001*

Within Groups

130

Total

132

.107

*Significant at α = .05

Tukey post hoc analysis (Table 28) indicated that there were significant
differences between all administrations of the assessment; pre, post, and follow-up. This
outcome indicates that any changes attributed to the HPL may have continued to increase
in magnitude until the follow-up assessment 6 weeks later.
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Table 28
Tukey Post Hoc Results of Identification of Personal Mission Statement
Time of Assessment

Mean

Pairwise Q values
0

Pre-Test (0)

1.334

Post-Test (1)

1.158

0.22*

Follow-Up (2)

1.245

0.51*

1

2

0.29*

*indicates a significant difference between compared means at α = .05

The assessment item "I feel a sense of direction for my future" was also analyzed
using oneway ANOVA procedures (Table 93). Similar to the other items within this
research question, significant differences were found (F = 14.869, p < .001 < α = .05). An
effect size of 0.186 indicates that approximately 18.6% of the variance can be attributed
to the time of assessment administration (pre, post, or follow-up).

Table 29
ANOVA, I feel a sense of direction for my future.
df

F

Mean Square

p

Between Groups

2

14.869

1.311

<.001*

Within Groups

130

Total

132

.088

*Significant at α = .05
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Tukey post hoc analysis (Table 30) indicated that a significant difference exists
between the pre-test (0), and the follow-up (2). There was also a significant difference
between the post-test (1) and the follow-up (2). No significant difference existed between
the pre-test (0) and the post-test (1). This outcome may indicate that any changes
attributable to the HPL time delayed and therefore undetected by the post-test, but
detected by the follow-up assessment.

Table 30
Tukey Post Hoc Results of Awareness of Potential by Time of Assessment Administration
Time of Assessment

Mean

Pairwise Q values
0

Pre-Test (0)

1.334

Post-Test (1)

1.158

0.14

Follow-Up (2)

1.245

0.33*

1

2

0.18*

*indicates a significant difference between compared means at α = .05

A oneway ANOVA was also used to investigate the assessment item: "I can
identify my talents." This analysis yielded a significant effect (F = 15.870, p < .001 < α =
.05) (Table 31). The effect size of 0.196 indicates that 19.6% of the variance for this
assessment item can be attributed to the time of assessment administration (pre, post, or
follow-up).
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Table 31
ANOVA, I can identify my talents.
df

F

Mean Square

p

Between Groups

2

15.870

1.460

<.001*

Within Groups

130

Total

132

.092

*Significant at α = .05

Tukey post hoc procedures were used to detect where this significance exists. The
analysis indicates that there were significant differences across all levels of
administration (Table 32). The pre-test (0) differed significantly from the post-test (1) and
the follow-up (2). Likewise, the post-test (1) and follow-up (2) differed significantly as
well. This may indicate that any changes attributable to the HPL continued to increase in
magnitude over time, indicating a consistent change across test administrations.

Table 32
Tukey Post Hoc Results of Awareness of Potential by Time of Assessment Administration
Time of Assessment

Mean

Pairwise Q values
0

Pre-Test (0)

1.334

Post-Test (1)

1.158

0.17*

Follow-Up (2)

1.245

0.35*

*indicates a significant difference between compared means at α = .05
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0.18*
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The final assessment item analyzed in research question 4 was "I am presently
making optimal use of my strengths and talents." A oneway ANOVA was also used to
analyze this item. The analysis yielded significant results (F = 30.079, p < .001 < α =
.05). The effect size of 0.316 indicates that 31.6% of the variance can be attributed to the
time of the administration (pre, post, or follow-up) (Table 33).

Table 33
ANOVA, I a presently making optimal use of my strengths and talents.
df

F

Mean Square

p

Between Groups

2

30.079

2.817

<.001*

Within Groups

130

Total

132

.094

*Significant at α = .05

Post hoc analysis using Tukey procedures were used to determine where the
significance differences lie (Table 34). Analysis indicates that the pre-test (0) differed
significant from the follow-up (2). Additionally, the post-test (1) also differed
significantly from the follow-up (2). There were no significant differences between the
pre-test (0) and the post-test (1).
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Table 34
Tukey Post Hoc Results of Optimal Use of Strengths and Talents.
Time of Assessment

Mean

Pairwise Q values
0

Pre-Test (0)

1.334

Post-Test (1)

1.158

0.14

Follow-Up (2)

1.245

0.48*

1

0.33*

*indicates a significant difference between compared means at α = .05

Summary
The analysis for the HPL found significance in every category in which it was
tested. A more comprehensive analysis of these results, their meaning, and further
analysis of the assessment tool can be found in Chapter 5.
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CHAPTER 5
ANALYSIS AND RECOMMENDATIONS
Goals and the Human Potential Lab - Research Question One
The initial research question was: Does participation in the human potential lab
experience increase the perceived capability to achieve goals in non-traditional aged
undergraduates? This question was investigated by three assessment items:
1. I feel empowered to achieve my goals.
2. I understand how to apply my strengths to reach my goals.
3. I have a good sense of my potential.
The analysis of these assessment items provided positive results. An ideal
outcome would indicate significance between the pre-test and post-test as well as
between the pre-test and follow-up. However, there would ideally be no significance
between the post-test and follow-up, indicating that any gains from the HPL held over
time.
This ideal outcome does occur for this research question in the first assessment
item indicating that feelings of empowerment gained from the HPL were sustained over
the 6 week period between the post-test and follow-up. Furthermore, this assessment
item's effect size (0.146) was very large indicating that not only can it be concluded that
participants gained a greater sense of empowerment from the HPL that was sustained
over time, but that a large portion of the significant difference can be attributed directly to
the HPL.
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The second assessment item in research question 1, "I understand how to apply
my strengths to reach my goals," indicated significance across all possible levels, pre-test,
post-test and follow up. It may indicate that the effect simply continued to increase in
magnitude even after the conclusion of the HPL. This increase in magnitude is supported
by the results of research question four discussed later in this chapter. This item, unlike
others on the assessment tool, expects a certain level of synthesis of personal insights.
With the positive results indicating that awareness of strengths held firmly over time in
research question four, it could be possible that the increased significance in this
assessment item is partially attributable an increase in strengths awareness as opposed to
a change in the perception of goals. As the student holds a firm awareness of strengths
over time, a greater synthesis of personal insight may occur resulting in an increased
ability to connect strengths to goals.
The final assessment item also presented an interesting result. For "I have a good
sense of my potential," the significance lies between the pre-test and the follow-up as
well as the post-test and the follow-up. There is not significance between the pre-test and
the post-test. The nature of the question implies that one may expect significant
difference upon immediate completion of the HPL, however that is not what the data
present. Again, the results of this question may have a number of explanations. Firstly,
the assessment tool may not be appropriately set up to gauge awareness of potential.
Also, the term "potential" is rather vague. Without further explanation of what kind of
potential the assessment was referring to, it could have led to confusion among the
participants. The smaller effect size (.093) may also point to this explanation.
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However, another explanation of this result is that an individual's awareness of
potential is both time delayed and time sensitive. This would explain the lack of
significance between the pre-test and post-test as well as the significance between the
post-test and follow-up. Unfortunately, this study is not set up to ascertain this distinction.
However, any further studies should focus on this clarification before moving forward.
Research Questions 2 and 3
In addition to assessing for the participants perceived ability to achieve goals, this
study also looked at the participants perception of the importance of setting goals.
Research question two investigated participants' perception of the importance of short
term goals to overall success with the assessment item "I believe setting short-term goals
is an important component in my overall success." Research question three investigated a
similar phenomenon from the perspective of long-term goals with the assessment item "I
believe setting long-term goals is an important component in my overall success."
The short term goal item presents with the ideal result discussed earlier.
Participant responses differed significantly from pre-test to post-test as well as from pretest to follow-up. Lack of significance between the post-test and follow-up indicates that
any gains were held firmly over time. The results indicate that the HPL does have a
positive effect on the participants perception of the importance of short-term goals.
Dissimilar from the short-term goal item, the item investigating long-term goals is
the only assessment item in the study whose results indicate that the HPL did not have the
desired effect. For participant's perception of the importance of long term goals, there
was significance only between the pre-test and the post-test. This outcome indicates that
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the HPL did temporarily have a positive effect on the perception of long-term goals
among participants. However, the significance difference between the pre-test and the
post-test indicates that this change did not hold over to the follow-up. Because long-term
goals tend to be more nebulous, further away in time, and harder to conceptualize, it may
simply mean that a one-time group experience like the HPL may not be able to impact
perception of long-term goals to the degree it attempted. Additionally, the here-and-now
orientation of the HPL may preclude it from effectively impacting concepts related to
long-term goals. Asking participants to focus on the present and then imagine long-term
goals may not be the best way to approach long-term goal study.
Connection to Existing Literature on Goals
The data from this study meshes with the existing literature on goal orientation.
Though this study does not offer any data to allow comparison to other student groups,
the data does provide particular insight into the goal orientation of the adult student.
The results of this study support Dweck's (1986) model of goal orientation, and by
extension the conclusion of Eppler and Harju (1997) that non-traditional aged students'
goal orientation is focused more on the development of competence and personal growth
than simple performance. The three assessment items for research question one ask goal
related questions that are worded from a more holistic perspective, emphasizing not only
the general attitude toward setting and achieving goals, but also including more over
arching concepts such as "sense of direction" and "empowerment." The inclusion of these
concepts allows the assessment items to gauge a mastery and competence goal orientation
by addressing attitudinal aspects of the individual as well as goal behavior. When
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compared to the lesser significance of the more concrete goal assessment items in
research questions 2 and 3 (discussed below), the overwhelming positive results from the
intrinsically oriented items in the first research question indicates that this mastery goal
orientation is very strong in the non-traditional aged undergraduate, supporting the results
of Eppler and Harju (1997).
While the assessment items regarding the perception of importance of short and
long term goals proved significant, they were the least significant of all assessment items
in this study. However, this lesser significance allowed for a more broad view of the nontraditional aged student's goal orientation.
Assessment items for research question one "I feel empowered to achieve my
goals," "I understand how to apply my strengths to reach my goals," and "I have a good
sense of my direction," are all more holistically worded. These items take into account
not only goal perception and behavior but also self-perception and attitudinal qualities.
These more holistic questions differ greatly from the assessment items for research
questions 2 ("I believe setting short-term goals is an important component in my overall
success.") and 3 ("I believe setting long-term goals is an important component in my
overall success"). These items are more concrete and straightforward. Based on research
by Dweck (1986) and Eppler and Harju (1997), individuals with a mastery goal
orientation would be more concerned with the broader, more holistic assessment items.
While participants rated the concrete items as important, they placed more importance on
the assessment items that also addressed attitudinal concepts. The focus on intrinsic
constructs supports the conclusion by Eppler and Harju (1997) that non-traditional
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students find more concrete goals such as performance and task completion to be
important, but overall less important than more intrinsic goals such as increasing
competence and expanding knowledge.
Overall the results of this study indicate that the HPL is related to increased gains
in participants' perceived ability to achieve goals and perceived importance of setting
short-term goals. To a lesser extent, the HPL is related to an increase in the perceived
importance of setting long-term goals, though this change did not hold over time.
Additionally, a deeper examination of these research questions indicates support for
existing research suggesting a mastery and learning goal orientation for the nontraditional aged student (Eppler & Harju, 1997).
Furthermore, additional conclusions by Eppler and Harju (1997) indicate that the
goal orientation for non-traditional aged students differs from their traditional
counterparts. The difference in goal orientation suggests that this study not only supports
the claims of existing research, but provides a group model that is effective for
communicating with non-traditional aged students from this goal perspective while
strengthening the students goal orientation over time.
Awareness of Strengths and the Human Potential Lab - Research Question 4
Research question 4 posed the following question: Does participation in the
human potential lab experience increase awareness of strengths in non-traditional aged
undergraduates? This question was investigated by looking at 7 different assessment
items:
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1. I can identify some of the my areas of strength by reflecting on my past
accomplishments.
2. I can identify my strengths.
3. I can identify what motivates me.
4. I can clearly identify what may personal mission statement is.
5. I feel a sense of direction for my future.
6. I can identify my talents.
7. I am presently making optimal use of my strengths and talents.
The results indicated a significant change for all seven assessment items across
the pre-test, post-test, and follow-up. However, deeper investigation of the items shows a
more refined perspective on how awareness of strengths was impacted.
As mentioned earlier, completing a one-way ANOVA for each of the above
assessment items, an ideal outcome would show a significant difference between the pretest and post-test as well as the pre-test and follow-up. This would indicate that a change
occurred immediately after the completion of the HPL and that change continued to hold
over time. Two of the seven assessment items fit this ideal outcome: "I can identify my
strengths," and "I can identify some of the areas of strength by reflecting on my past
accomplishments." Both assessment items revealed strong effect sizes (0.179 and 0.162,
respectively) indicating that the HPL can account for a significant portion of the change
in these assessment items.
Another outcome that presented itself in this research question was significance
between all times of assessment, pre-test, post-test, and follow-up. This was present in
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the following assessment items: "I can clearly identify what my personal mission
statement is," and "I can identify my talents."
During the initial pilot of the HPL, an exercise involving writing one's personal
mission statement was included. Many of the participants indicated that they had never
considered the application of a mission statement to their own lives. Therefore,
background was provided to participants on the nature of a personal mission statement,
and how to write one effectively. The rebranding of a known concept and providing a
new application to the participant's personal experience would likely have resonated
strongly with the non-traditional aged student participants according to existing literature
on adult developmental stages (Levinson, 1978; Schlossberg, 1981) and literature on
needs of non-traditional aged students (Castles, 2004; Dill & Henly, 1998; Ely, 1997).
The positive impact of personal mission statement exercise is further evidenced by the
largest effect size in this study (0.312).
There was also significance across all administrations of "I can identify my
talents." There are multiple possible explanations for this significance. It is possible that
the HPL did not thoroughly explore the construct of talents with the participants, causing
them to over-generalize personal strengths instead of focusing solely on talents as
separate from strengths. Another possibility is an effect of increased magnitude over time.
This explanation would suggest that any change in perception of talents after the initial
HPL continued to increase over time. Given the way this study has been structured it is
not possible to determine which of these, if either, explains the significance across all
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through assessment groups. Any future studies should address this inconsistency before
moving forward with continued assessment of perception of talents.
Another configuration of significance this research question presented was
significance between pre-test and follow-up , post-test and follow-up, but no significance
between pre-test and post-test. The assessment items that were significant in this manner
were: "I feel a sense of direction for my future," and "I am presently making optimal use
of my strengths and talents." These assessment items provide interesting insight regarding
the effectiveness of the HPL. The wording of both of these assessment items would
suggest that significance between the pre-test and post-test would not be optimal. The
development of a sense of direction and belief regarding optimal use of strengths are not
constructs that occur instantaneously. These intrinsic concepts would require the
individual to have time to process the events of the HPL and redefine them for
themselves. Operating on this hypothesis, significance between the pre-test and post-test
would not be expected. The data suggest that just such a thing occurred. This is suggested
by the lack of significance between the pre and post-tests, but indeed the follow-up
differed significantly from them both. Essentially it may be construed from the outcomes
that the HPL is planting a seed that continues to grow for at least six weeks after the
conclusion of the HPL.
For the assessment item "I can identify what motives me," there is a similar
phenomenon to the foregoing paragraph. However, in this case there is significance only
between the pre-test and follow-up. The means for this item indicate that , on average,
participants tend to agree more with the statement in the follow-up than in the post-test.
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This difference is not statistically significant. It is possible that the assessment tool needs
to be more finely tuned around the concept of motivation to catch more subtle changes, or
it could simply imply that the HPL did not impact this construct in the way it set out to.
Further research should work out the exact nature of the interaction between the HPL and
motivation before attempting to measure it again with this particular assessment.
These assessment items provide some very insightful results. Namely that the
HPL does seem to have a positive effect on awareness of strengths that continues to hold
firm over time. Additionally, there is also evidence of delayed positive effects from the
HPL. Both of these results indicate that the HPL is not simply a one-time, positive
experience that is quickly forgotten. The data suggests that participants are also reevaluating themselves as a result of this experience and coming away with lasting
changes in their self-awareness.
Connection to Existing Literature on Strengths Awareness and Positive Psychology
The results of this study's investigation into awareness of strengths fits squarely
within existing positive psychology research. Like Seligman et al. (2006), this study
indicates that a positive oriented experience focused on awareness of strengths can have
a lasting effect on the participants. Though Seligman et al. (2006), focused on a lasting
decrease in depressive symptoms, their assumption that it is doubtful for positive
psychology experiences to be limited in their application is supported by this study. The
HPL shows that a similar positive psychology experience produces a lasting change in
awareness of strengths. The fact that the HPL has been shown to be related to such a
lasting change also creates a link to Fredrickson's Broaden and Build theory (1998, 2003,
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2005, in press). Instead of just temporarily increasing the participants' awareness of
strengths, the HPL is doing so over a protracted period of time, essentially broadening
perception. Following with Fredrickson's theory, it could be assumed that not only are
these participants gaining an extended awareness of their strengths, but also they have an
increased awareness of their personal resources, their social supports, and are more
willing to try novel solutions when faced with obstacles.
Additionally, these results provide evidence that justifies the inclusion of the adult
development theories of Levinson (1978) and Schlossberg (1981) in this study. From the
perspective of both Levinson and Schlossberg, the adult student would be returning to
school with questions such as "What have I done with my life?," and "How am I going to
make sense of who I am as I move forward." The personal mission statement and sense of
direction for the future assessment items address these kinds of developmental questions
directly as they allow for the participant to condense their beliefs about themselves and
their future. The strong results regarding personal mission statement and sense of
direction suggest that addressing these personal philosophical issues are important to
these participants, placing them in line with the development models of both Levinson
(1978) and Schlossberg (1981). The overwhelming positive results also indicate that the
HPL is effective in assisting to clarify these questions and help as the individual begins to
adapt to this new transition back into higher education.
Recommendations
Finally, the encouraging results of this study indicate that with just a few
adjustments in assessment protocol the HPL could be a very useful tool for the institution
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looking to cater to the non-traditional aged student. Further iterations of the HPL could be
included as standard within adult first-year experiences courses as a way to reach large
numbers of adult students. Conversely, the HPL could be facilitated by the institution's
office of adult student services. Both of these strategies would allow for a large
population of adult students to participate. It would also simplify following the students
throughout their academic careers to see if the HPL has a long-term effect past the six
weeks this study addressed.
Limitations
First and foremost is the issue of the assessment tool. As an instrument developed
specifically to assess the HPL it may be more or less accurate than it was intended to be.
Any further study should first norm this assessment tool against existing tools to ensure
that it is accurately measuring what it has set out to measure.
Additionally, the results of this study indicate that many of the straightforward
assessment items produced greater significance. Any further iterations of the HPL should
re-evaluate the assessment items that are included. This would include either narrowing
the focus of the assessment and including straightforward items or expounding further
with participants on some of the items that may cause confusion (i.e., I have a good sense
of my potential, I understand how to apply my strengths to reach my goals).
Summary
The long term changes presented in this study are particularly important for higher
education institutions attempting to meet the needs of non-traditional aged students. It has
already been established that the non-traditional aged students differ from their traditional
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counterparts in a variety of ways. Non-traditional aged students have needs such as
flexibility of the institution and focus on personal development and growth. These needs
differ from the needs presented by traditional students (Castles, 2004; Dill & Henly,
1998; Ely, 1997). Additionally, research indicates that non-traditional aged students also
approach goals and motivation differently, preferring intrinsic goals such mastery and
competence (Eppler & Harju, 1997). Again, this differs from traditional students who are
typically more motivated by extrinsic goals such as career gain and performance. A
broader look at the adult student from a developmental perspective (Levinson, 1978;
Schlossberg, 1981) also shows divergence between what adults and younger people think
are important in terms of general life goals. The HPL provides a brief experience that
addresses strengths and goals from the perspective of personal growth and development.
This allows it to meet at least some of the needs of the adult student and to do so from a
perspective that is both engaging and familiar to the student.
Higher education institutions may find this study of particular interest as they seek
to address the needs of non-traditional aged students. Not only does this study provide
data supporting existing research, it also provides a model that can be easily replicated
and has been shown to address some of the needs presented by this student population
from the personal growth perspective research indicates non-traditional aged students
prefer.
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APPENDIX A

Human Potential Lab Itinerary
Time Frame

Description of Activity

Necessary Supplies/Materials

5 minutes

Name and Positive Attribute
State your first name and a positive
attribute that shares the same first
letter in your name.
(Ex: Sammy - Smart; Pat - Patient)

None

25 minutes

Sensual Awareness Activity
Each sheet of paper will be labeled
with one of the five senses (touch,
taste, smell, sight, sound). Students
will walk around list as many
examples as they can of how they
receive pleasure, comfort, or
enjoyment for each of their 5 senses.

45 large sheets of paper, tape or
push pins
(5 sheets for each of 8 classrooms)

20 minutes

Symbols of Self-worth
Each student is asked to identify
five strenghts, interests, or
accomplishments.

Symbols of self-worth worksheet
for each student

40 minutes

Life Map
Students will create a life map
describing the most important
events
and dates in their life. The map will
start with the date, year, and place of
their birth; and continues with
significant dates and events
througout
their life. (Goal - list five significant
life events)

Life Map worksheet for each
student

10 minute

Break

25 minutes

Identify Your Natural Talents
Each student is asked to write down
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Identify Your Natural Talents
worksheet for each student

things they like to do, things that
give
them pleasure, things they have
received compliments for, things
they do even if not told by others
to do. What would they be if they
could be anything in the world?
The goal is to isolate their feelings
associated with their lists of things.

Human Potential Lab Itinerary
Time Frame

Description of Activity

Necessary Supplies/Materials

5-10 minutes

What's Your Motivation Style?
Students will take a few minutes to
complete this questionnaire
assessing
their preferred motivation style.
These
questions have no right or wrong
answers. Their responses offer
insight about how they are
motivated to learn.

What's Your Motive Style worksheet
each student

5-10 minutes

Personal Values

Personal Values worksheet for each
student

10 minute

Break

25 minutes

Personal Mission Statement
Students will be instructed to "keep
it simple, clear, and brief". The best
mission statements tend to be
3 to 5 sentences long. Personal
mission statements should speak to
what the student wishes to focus on
and who they want to become as a
person (character) in this part of
their
lives; including specific actions,
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Notebook paper and pen/pencil
(Students asked to supply their own)

behaviors, habits and qualities that
would have a significant positive
impact in this part of their lives over
the next three years.

55 Minutes

Strengths
Bombardment/Goal
Setting
Students will take turns detailing the
notes they have collected on each other
during the course of the group
experience. Each group member will
sit in the center of the room while the
other group members restate the
strengths, talents, values, and
experiences that are unique to the
group member in the center.
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None

APPENDIX B
Sensual Awareness Activity
Post 5 large sheets of paper along the classroom walls. Label each with one of the 5
senses: touch, taste, smell, sight, sound.


Ask participants to come to the wall to record 2 examples of how they receive
pleasure, comfort or enjoyment for each of their 5 senses. (Allow 10-15 minutes)



Share and discuss.



e.g., Invite people to find a partner and explain to one another how they gain
pleasure through each of their senses - or discuss as larger group what people
noticed about their lists.



Possible questions:
o

The group leader begins the discussion by modeling positives/strengths
from the list. For example, “I noticed that you listed family members on
several of your lists. Family is obviously very important to you.”

o

Were people surprised by their lists?

o

Tick the items that you do each day - could you do more?

o

What if a person committed to experiencing at least one source of sensual
pleasure from each sense each day? (This can be a practical, homework,
assignment, to do this for a week and report back to the group).
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Symbols of Self Worth
List Three things unique about YOU:
Think about strengths, abilities, and accomplishments that make you feel good
about yourself.
1.
________________________________________________________________________
________________________________________________________________________
2.
________________________________________________________________________
________________________________________________________________________
3.
________________________________________________________________________
________________________________________________________________________
Pick one of the three above and determine an object of symbol that represents that factor
Examples:
 Football helmet showing membership on a team
 Report Card for academic achievement
 CD-ROM for computer or video game interests
 Medals, ribbons, or awards from past accomplishments
The Symbol

How are you using or how can you use this strength / interest in your present life? If this
is a symbol of an accomplishment, how did you accomplish that achievement?
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Identifying your Natural Talents




Make a list of at 3-10 activities you like to do.
1.
2.
3.
4.
5.
6.
7.
8.
9.
10.
From the list above, make a new list with just activities that qualify as talents.
1.
2.
3.
4.
5.
Which are your 2 most enjoyable talents?



List at least two subjects that you enjoyed most in school.



If you had all the time and money in the world, which subjects would you like to
know more about?



Can you recall a time in the past that you were so engrossed in an activity that you
were unaware time had passed?



List 3-10 personality strengths
1.
2.
3.
4.
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5.
6.
7.
8.
9.
10.
Summary:


Write down your most enjoyable talent:



List the subjects you either excelled in or would like to know more about that
match with your talent:



List actions necessary to master these subjects and to explore your talent more:
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What's Your Motivation Style?
http://marciaconner.com/assess/motivationstyle/
Motivation is the force that draws you to move toward something. It can come from a
desire or a curiosity within you or can be from an external force urging you on. In either
case, you make the decision to seize or to skip a chance to learn. Motivation styles vary
for different situations and topics but nonetheless, you draw on them all the time,
especially when you try to learn something challenging. If you can recognize your
predominant motivational style you can identify the situations that best satisfy your
needs. Likewise, you can't motivate anyone else. All you can do is invite them to learn.
Take a few minutes to complete the following questionnaire assessing your preferred
motivation style. These questions have no right or wrong answers. Your response offers
insight about how you're motivated to learn. Begin by reading the words in the left-hand
column. Of the three responses to the right, circle the one that best characterizes you,
answering as honestly as possible with the description that applies to you now. Count the
number of circled items and write your total at the bottom of each column.
1. I am proud when I ...

Get things done.

Help other people.

Solve problems by
thinking things through.

2. I mostly think about ...

What's next.

People.

Different ideas.

3. To relax, I tend to ...

Rely on a consistently Talk with friends.
relaxing activity.

4. I like to do things ...

Right away or on a
schedule.

When everyone else can When it feels right to me.
do it with me.

5. When online, I like to ...

Search for specific
information.

Write emails, text
message, or chat.

Follow links in many
directions.

6. Projects should be ...

Finished on time.

Done in groups.

Meaningful to my life.

7. In school, I liked to ...

Ask questions.

Make friends.

Explore many topics.

8. I believe schedules ...

Keep me organized.

Help me coordinate
Are useful tools to keep
plans with other people. me on track.

Learn something new.

9. I like to be recognized for Being organized, neat, Being kind, thoughtful, Being clever, curious, and
and on time.
and considerate to
a good problem solver.
...
others.
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10. In terms of completing
things ...

I finish what I start.

Totals Goal:

I like to enlist the help
of other people.

I want to be learning from
start to finish.

Social:

Learning:

The column with the highest total represents your primary motivation style. The column
with the second-highest total is your secondary motivation style.
Your primary motivation style: ____________________________
Your secondary motivation style: ____________________________
If you are goal-oriented, you probably reach for your goals through a direct and obvious
route. This might lead you to a reference book, your computer, or to call an expert—
whatever means is available. You usually prefer meeting in-person when it's the most
effective method and don't find learning, itself, much fun.
If you are relationship-oriented, you take part in learning mainly for social contact.
When you meet and interact with people, you learn things along the way. You may not
like working independently or focusing on topics (separately from the people) because
that doesn't give you the interactivity you crave.
If you are learning-oriented, the practice of learning, itself, drives you. You search for
knowledge because learning delights you and you may become frustrated by anything
that requires you to spend more time following procedures than on actual learning.
There is also a fourth motivation style I haven't yet addressed, primarily because it's far
less common than the other three styles and because you might not think of it as a
motivation style at all. That style is thrill-oriented, drawn not to any particular thing but,
rather, away from anything that people perceive as tying them down, bounding them, or
pulling them in any predictable direction. This isn't to say that thrill-oriented learners
can't acquire goals, relationships, or curiosity, but if any of these feel too timeconsuming, invasive, or binding, the learner becomes restless and perhaps experiences a
compulsion to go in another direction—any other direction—to feel free. If you're thrilloriented, you're likely to be impulsive and you want to remain impulsive; you seek thrills
and flee anything that doesn't offer you that sensation. All of us at one time or another
feel impulsive or have an urge to do something else, but we usually moderate these urges
when they come, instead of always following where they lead.

(c) Marcia L. Conner, 1993-2012. All rights reserved.
www. http://marciaconner.com/assess/motivationstyle/
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VALUES RANKING WORKSHEET
What do you value most in life? There are 21 values listed below. Place a check mark in
the column across from each value that best represents you.
Extremely
Important

Important

Not
Important

Having mature understanding, insight,
good sense, and good judgment

______

______

______

Having many possessions and plenty
of money for the things one wants

______

______

______

Being honest,
straightforward, and caring

______

______

______

Being able to use knowledge effectively;
being good at doing something important for you and
others
______

______

______

______

______

______

______

______

______

Possession of control, authority, or influence
over others
______

______

______

Satisfaction, gratification, fun, joy

______

______

______

Concern for being
attractive; being neat, clean, and well groomed

______

______

______

Believing in and keeping ethical standards,
personal honor, and integrity
______

______

______

Maintaining allegiance to a person, group,
or institution
______

______

______

______

______

______

Seeking truth, information, or principles
for satisfaction or curiosity
______

______

______

WISDOM

WEALTH

TRUSTWORTHINESS

SKILL

RELIGIOUS FAITH
RECOGNITION

Having a religious belief

Being important and accepted

POWER

PLEASURE

PHYSICAL APPEARANCE

MORALITY

LOYALTY

LOVE

Warmth, caring, unselfish devotion

KNOWLEDGE
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Extremely
Important

Important

______

______

______

Being frank and genuine with everyone ______

______

______

______

______

______

The creation of new ideas and designs;
being innovative
______

______

______

______

______

______

______

______

_______

______

______

______

Accomplishments; results brought
about by resolve, persistence, or endeavor
______

______

______

Treating others fairly or impartially;
conforming to truth, fact, or reason

Not
Important

JUSTICE

HONESTY
HEALTH

Being sound of body

CREATIVITY

CAREER
FAMILY

One’s lifetime work
One’s present family and future family

EDUCATION

School, college.

ACHIEVEMENT

LIST TOP FIVE VALUES IN ORDER OF IMPORTANCE

1. _______________________
2. _______________________
3. _______________________
4. _______________________
5. _______________________
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APPENDIX C
Human Potential Lab Pre/Post/Follow-up
Instructor____________________
Rate the following areas of you personal strengths and goals as you see them at
this moment. Please rate yourself from 1 (strongly agree) to 7 (strongly disagree). Ratings
will only be used to assess the effectiveness of the Human Potential Lab and to make
changes in the future. You are not required to participate and may stop at any time.
1. I can identify some of my areas of strengths by reflecting on my past accomplishments.
(Circle one number).
Strongly
Agree
1

Agree
2

Slightly
Agree
3

Neutral
4

Slightly
Disagree
5

Disagree
6

Strongly
Disagree
7

3. I believe setting long term goals is an important component to my overall success
(Circle one number)
Strongly
Agree
1

Agree
2

Slightly
Agree
3

Neutral
4

Slightly
Disagree
5

Disagree
6

Strongly
Disagree
7

4. I believe setting short term goals is an important component to my overall success.
( Circle one number).
Strongly
Agree
1

Agree
2

Slightly
Agree
3

Neutral
4

Slightly
Disagree
5

Disagree
6

Strongly
Disagree
7

5. My short term goals are clearly defined. (Circle one number).
Strongly
Agree
1

Agree
2

Slightly
Agree
3

Neutral
4

Slightly
Disagree
5

Disagree
6

Strongly
Disagree
7

6. I feel empowered to achieve my goals. (Circle one number).
Strongly
Agree
1

Agree
2

Slightly
Agree
3

Neutral
4
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Slightly
Disagree
5

Disagree
6

Strongly
Disagree
7

7. I understand f how to apply my strengths to reach my goals. (Circle one number).
Strongly
Agree
1

Agree
2

Slightly
Agree
3

Neutral
4

Slightly
Disagree
5

Disagree
6

Strongly
Disagree
7

8. I have a good sense of my potential. (Circle one number).
Strongly
Agree
1

Agree
2

Slightly
Agree
3

Neutral
4

Slightly
Disagree
5

Disagree
6

Strongly
Disagree
7

9. I have clear goals for my future. (Circle one number).
Strongly
Agree
1

Agree
2

Slightly
Agree
3

Neutral
4

Slightly
Disagree
5

Disagree
6

Strongly
Disagree
7

10. I can identify my strengths. (Circle one number).
Strongly
Agree
1

Agree
2

Slightly
Agree
3

Neutral
4

Slightly
Disagree
5

Disagree
6

Strongly
Disagree
7

11. I can identify what motivates me. (Circle one number).
Strongly
Agree
1

Agree
2

Slightly
Agree
3

Neutral
4

Slightly
Disagree
5

Disagree
6

Strongly
Disagree
7

12. I can clearly identify what my personal mission statement is. (Circle one number).
Strongly
Agree
1

Agree
2

Slightly
Agree
3

Neutral
4

Slightly
Disagree
5

Disagree
6

Strongly
Disagree
7

13. I feel a sense of direction for my future. (Circle one number).
Strongly
Agree
1

Agree
2

Slightly
Agree
3

Neutral
4
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Slightly
Disagree
5

Disagree
6

Strongly
Disagree
7

14. I can identify my talents. (Circle one number).
Strongly
Agree
1

Agree
2

Slightly
Agree
3

Neutral
4

Slightly
Disagree
5

Disagree
6

Strongly
Disagree
7

15. I am presently making optimal use of my strengths and talents. (Circle one number).
Strongly
Agree
1

Agree
2

Slightly
Agree
3

Neutral
4
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Slightly
Disagree
5

Disagree
6

Strongly
Disagree
7
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